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Preface

We undertook the creation of this book because we believe that
education in America is in crisis. Nearly everyone who looks at
education in this country reaches the same conclusion. For years,
reports on the crisis in schooling have emanated from panels
composed of academicians, school board members, business
executives, community leaders, and representatives of national
and slate professional organizations. Rarely have the people who
matter most — principals, teachers, students, and parents—been
included or heard. It is significant to us that those who daily
work and live in our schools express deep concerns about the
viability of our educational system. Educators may offer various
reasons for this crisis, express various levels of concern about its
severity, and hold various notions of how to cope with it, but few
educators would deny that a crisis exists. We believe that the
school is a microcosm of our society; tl.e school is not the only
institution in crisis. However, as educators, we do not presume
to have the expertise to suggest changes beyond the educational
system. More important, we refuse to accept the need for change
in other elements of society as an excuse to defer action in the
realm where we believe we have some expertise —specifically,
the nature of schooling.

The crisis in education is not a recent phenomenon. Schools
traditionally have required students to accumulate and hold
information long enough to pass a test. The primary objective of
education, drawn from observing practice rather than accepting
the stated purpose, has been to impart knowledge rather than to
encourage thinking. Neither the teacher nor the evaluation
system has been inclined to determine whether the learner really
understands the ideas, the concepts, the meanings of lessons.
Learners who have succeeded in school discovered early on that
there were two kinds of learning--the kind needed to succeed in
school and the kind needed in daily life—and all too often, the
two kinds were related only vaguely if at all.

In recent years, the crisis in education has assumed a more
national focus. As other countries begin to challenge and even

%10
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PREFACE

surpass the United States in industrial and economic power,
policymakers and the business-industrial complex often cite the
failure of the American educational system as a prime cause.

As the population in our nation's schools becomes less and less
white and more and more impoverished, the lack of success of
minority and economically disadvantaged students looms large
enough teo force recognition of the fact that these groups have
never enjoyed success in the American school system. In addi-
tion, over at least the past two decades, a growing percentage of
students from the nonminority, middle- to upper-class population
have refused to buy into a system that requires the learner to
delay satisfaction of present personal needs in favor of promised
future rewards. This growing group, refusing to continue differ-
entiating between school life and real lif<, has determined that
schenl life is not need fulfilling and that hard work in school is
not justified.

Again, the crisis is not a recent aberration. Simply doing a
better job of what schools have been attempting to do all along
will not extract the system from crisis. The crisis is a systems
problem and, as such, renders fruitless even the most valiant
effort toward improvement by modifying or changing specific
practices. What is required, we believe, is a radical transforma-
tion: not radical in the sense of “far out” or extreme, but radical
in the sense of pervasive, fundamental, basic—going to the very
root. This radical transformation must be designed and orches-
trated collectively by those within the fundamental unit for
change, not mandated by those outside it. We believe changing
the system is the responsibility of management. Therefore, this
book focuses on the management responsibilities of the principal
toward the teachers as workers and on the management respon-
sibilities of the teacher toward the learners as workers. The
teacher, a key player in the proposed transformations, is both
a manager and a worker in the school for quality learning.

We have chosen the school as the unit of change. We recog-
nize that nearly every school is a part of a larger school system:
The system must allow the individual school the latitude to
implement the changes outlined in this book aud must provide
the support and encouragement to help the school staff persist
through *he difficult transition. Whether the process of trans-
ferring power and responsibility to the individual school is
achieved through site-based management, school autonomy
policies, or system decentralization is unimportant; what is
required is that the power and responsibility be vested in the
principal and staff of the individual school. The school—and
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ultimately each classrcom within the school—is the only entity
close enough to the learner to understand and appreciate guality
learning and to make a difference for the learner. In this book,
building on a sound psychological foundation, we have outlined
radical changes in school management and classroom manage-
ment practices and have challenged principals and teachers to
transform schools. We believe that these transformations, if
realized, offer each learner a structure that makes possible need-
fulfilling experiences that result in quality learning. We believe
that these proposed changes will accommodate the ever-increas-
ing diversity of the learner population—offering a true multicul-
tural experience characterized by equal success and quality
performance for every learner regardless of race, gender, or
socioeconornic status.

This book draws heavily on the psychological teachings
of Dr. William Glasser and the rnanagement principles of
W. Edwards Deming. It calls for an outcome-based approach to
education. However, it does not subscribe only to the conserva-
tive agenda rigorously advocated by business and industry, and
it does not call for more testing. Quite the contrary: The valued
outcomes listed in chapter 13 require a broadening of the learn-
ing experiences offered in our schools rather than further restric-
tion of those experiences. All segments of the learner population
must be invited to participate, given the freedom to feel invested,
and provided the support to excel. There are three key evaluative
questions: Is what we are doing good for the learner? Are we
offering every learner an opportunity for quality learning? and,
Are we working hard to ensure that every learner grasps that
opportunity?

This book proposes an agenda for transformation by address-
ing the multiple issues that the school must consider in order to
mo' > toward being a school for quality learning. The agenda
mu:. be considered in its totality. It is not intended as a menu
from which to select isolated items that appeal to the reader.
Although many of the ideas may be used independently of
others, such a piecemeal approach will not, in our view, result
in the system transformation needed to allow quality learning.
Each school’s staff must design their program to maximize their
talents and to address the needs of their learners. We offer this
book as an agenda for the transformation to quality. Each issue
raised here needs to be addressed collectively by each school
staff and independently by each classroom teacher.

This book is for the dedicated educator with the courage
to admit that change is needed, even demanded, and with the

-
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energy and desire to take the risks required for the transforma-
tions suggested. We believe that you are legion, and we are
hopeful that you will prevail. The mission is a difficult one; the
transformation to quality will not be easy or smooth. We are
optimistic, however. We subscribe to the adage “You are either
part of the solution or part of the problem.” We hope that this
book encourages you to join together to become the solution.

We would be remiss if we did not comment on the cost of
the proposed transformations. We believe that education in this
country has been seriously underfunded and is losing ground
rapidly. We believe that providing more money to do what we
have already been doing is not the solution. We believe that the
suggested transformations can be accomplished regardless of the
funding level for education. However, we do believe that if these
transformations are undertaken in good faith, additiona! funding
will accelerate progress toward the goal of quality learning. We
believe that the goal of quality learning for every learner justifies
additional expenditure. Reducing class size to 15 students per
teacher in every American elementary and secondary classroom
in 1992 would cost 17.4 billion dollars. In 1992, the cost of the
United States defense of northern Norway was 17 billion dollars
(“Leading Indicators,” 1992). Obviously, there is a political
agenda that we educators and our friends must pursue. But we
cannot wait for the political agenda: We must start now to pursue
an educational agenda toward quality learning.

One final point: Although quality is central to our proposals,
we have not specifically defined the term here. We believe that
the definition of quality is the responsibility of each individual
and that the judgment of quality is situational in learning en-
deavors. We suggest two questions as criteria by which each
may judge quality: Are you doing the best you can do? and,

Are you being the best you can be?
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CHAPTER 1

Quality: Not the
Problem

The United States is experiencing a crisis in education. It may be
argued whether the crisis is full-blown or emerging, but few
would deny that it exists. Critics, including many practicing edu-
cators, state that the system of public education is failing to meet
the challenges posed by demographic and societal change. The
crisis exists essentially because America has changed but the
schools have not. Schools no longer adequately serve the children
of this country. Parents, students, educators, and business leaders
are concerned about graduates who are unprepared for the work-
place; they also worry about the societal impact of numerous high
school dropouts. Agenda. America's Schools for the 21st Century
reports that 82% of incarcerated Americans are dropouts
("Leading Indicators,” 1991). The National Center for Education
Statistics (1990) has found that the average dropout rate in this
country is 25% and approaches 50% in most major cities. Tra-
ditionally, dropout percentages are underreported—when the
number of students entering high school is compared to th: num-
ber of high school graduates, the proportion climbs well past 25%
and may even approach 50% as a national average.

John O'Neil (1992) describes the effects of our educationai
shortfall:

Experts on education and the economy are worried by
the growing gap between the capabilities of high school

| i
)



CHAPTER 1

graduates . . . and the skills, knowledge and habits of
mind that employers seek. More than half of our young
people leave school without the knowledge or foundation
required to find and hold a good job, states a recent
report by the U. S. Department of Labor. A recent Harris
poll found that only one-third of employers think that
high school graduates show the ability to read and
understand written and verbal instructions and only one-
fourth say they are “capable of arithmetic functions.”
And two-thirds of personnel officers at some of
America’s biggest firms say that they must screen more
applicants now than five years ago to find qualified
candidates for entry level jobs, according to another
survey conducted by the alliance of business. {p. 6}

Most public schools today operate under the industrial world-
view reflected in a factory mentality. They are designed as institu-
tions in which all students are expected to move through the sys-
tem simultaneously at {* - same rate. Those who do not eventually
drop out, either by physically departing or passively accepting
what is offered and meeting only minimal expectations. Teachers
work at separate stations within the "plant,” teaching content-
driven curriculum that is seldom conngected with that of other sub-
ject areas and rarely designed to address the needs of the learner.
Linda M. McNeil, in Contradictions of Control {1986}, elaborates on
this phenomenon: “The original classroom study of social studies
content found content tightly controlled by teachers, reduced to
simplistic fragments, and treated with little regard for a reference
to resources in the students’ experiences or school's references”
(p- 159). Administration follows the traditional mentality of indus-
trial "boss management,” where the school is governed from the
top down. McNeil points out that when the school’s organization
becomes centered on management by control, teachers and stu-
dents take school less seriously:

They fall into a ritual of teaching and learning that tends
toward minimal standards and minimum effort. This sets
off a vicious cycle. As students disengage from enthusias-
tic involvement in the Jearning process, administrators
often see the disengagement as a control problem. They
then increase their attention to managing (by controlling)
students and teachers rather than supporting their
instructional purpose. (p. xvii}

17




Quality: Not the Problem

District central offices and state offices of education also con-
tribute to the system's problems by promoting uniformity among
schocls rather than encouraging the diversity tha' could address
the needs ot today's heterogeneous student popu.ations. McNeil
argues that

amid the diverse prescriptions for scheol improvements,
the reforms most likely to be implemented have been
those which call for more centralized management con-
trols over factors shaping the curriculum: testing, teacher
training and course content . . . and the irony of these
reform efforts is that they perpetuate a basic reality that
has created the problems in the first place. . . . We assert
the purpose of our schools is to increase learning but
have organized schools in ways thal distort that purpose
and even contradict it. {p. xvii}

Although this system may have worked when the United
States was the world leader in industrial production, it is not ef-
fective in today's complex global marketplace, where a work
force capable of creative problem solving and flexibility is
needed. This country is moving toward the 21st century with a
school system trapped in the 19th century—one designed for a
totally different set of economic and social conditions.

The National Association of State Boards of Education {1938}
reports on dramatic societal changes that have serious implica-
tions for schools. For example:

During the 1970s and early 1980s, 20 million new
jobs were created: 90 percent of them were in services
and information industries; onlyv 5 percent of new jobs
were in manufacturing.

The proportion of young people is shrinking.
Between 1975 and 1986, the number of youth as a
percentage of the total population declined from 21
percent to 18 percent. This trend will continue through
the next decade —by 1996 the percentage of young
people will decline to 13 prrcent.

By the year 2000, one-third of our population will be
African-American or Hispanic; these groups currently
comprise a disproportionate number of those at the
bottom of the educational and occupational ladders.

The number of children living in single-parent homes
has tripled since 1950, from 7 percent to over 21 percent

id




CHAPTER 1

in 1985. Only 4 percent of today's families are "tradi-
tional,” consisting of a father, a mother at home, and
two or more school-aged children.

Nearly half of all children living in young families
{those headed by parents under 25! are poor. This is
nearly double the rate of 1973. Overall, one in four
children live in poverty — and regardless of race, young
people from poor families are three to four times more
likely to drop out of school than those from more affluent
families. {p. 2)

Our educational system needs fundamental changes to en-
gage this diverse population in learning. We must focus on the
educational needs—both present and future—of our students. As
young people grow up in an increasingly complex society, it will
become increasingly important for them to continue learning
after they leave school, to adapt to change, and to solve new prob-
lems creatively. The abilities to think analytically and strategically
and to communicate ideas are ever more crucial for young people
entering the labor force. Too few of our students are leaving
school equipped with these abilities.

With the changes in American demographics and family
structure, more and more students are in need of diverse instruc-
tional methods and strategies to keep them in school and to pro-
vide them equal opportunity to be productive citizens. The nation
needs every citizen to be productive if it is lo compete in the inter-
national marketplace and be a safe and peaceful place to live.
Peggy Odell Gonder {1991} observes that "in the mid-1390s only
3 citizens will be working for every person on social security,
compared with 17 workers in early 1950. And given advances in
technology, few of those students who drop out of school today, or
who are not well educated, will be productive tomorrow” (p. 2).
If this trend continues, the number of people entitled to social
security benefits will exceed the number productively employed
and paying into the social security system, bankrupting the social
security system in a short time. In addition, the number who are
unemployable and drawing public assistance will increase the de-
mand on the already burdened public welfare system.

Concerned about declining productivity, some school leaders
around the country have looked to the quality management princi-
ples of Japanese industry in an effort to meet the challenge of re-
structuring the public education system. A school's product is the
quality of its students’ learning; whether the consumer of that prod-
uct is a college, an employer, or society at large, a well-educated,
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motivated student is desired. Educators can learn much from the
industrial restructuring that began in Japan over 30 years ago
when Japanese industrial leaders applied the beliefs and strat-
egies of an American, W. Edwards Deming. Deming, author of
Out of the Crisis (1986), almost single-handedly changed the
phrase "made in Japan” from a pejorative to a sign of excellence,
Deming brought Japan out of crisis by teaching the Japanese busi-
ness Jeaders to transform work processes to bring about a quality
revolution. He did this through the commitment to a consistent
psychologically based framework for understanding organization-
al systems. Within this framework, an organization's cconomic
need to focus on purposes and products was aligned with work-
ers' intrinsic needs to have positive influence on those purposes
and products.

By modeling organizational change on Deming's quality man-
agement principles, schools can become empowered to improve
the quality of the education they provide. Such improvement is
possible because teachers and administrators have the power to
effect system changes. When educators focus on optimizing the
learning environment for student engagement, quality learning
can be a continual process.

In The Quality School (1990) William Glasser explains why
Deming's ideas work so well and how these ideas can be applied
to the schools

so that the present elitist system, in which just a few
students are involved in high quality work, will be re-
placed by a system in which almost all students have this
experience. Once they do have this experience, which for
almost all of them would be a totally new one, students
will find it highly satisfying. They will no more turn
down the chance to continue doing this kind of work
than does the well-managed factory worker . . . students
are not only the workers in the school, they are also the
products. Once they see that they themselves are gaining
in quality, they will make an effort to continue this
option. (p. 3-4)

Throughout this book, Glasser uses the industrial analogy of
workers and managers. He argues that students are the workers
of the school and that high-quality work is the difference between
success and failure for the organization. Teachers are the first-
level managers; administrators are middle- and upper-level man-
agers. As in industry, the school’s productivity depends mostly on
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the skills of those (the teachers} who directly manage the workers
(the students}. According lo Deming, the success of the first-level
managers depends almost completely on how well they in turn
are managed by those above them.

Deming weuld see the present school system as a stable sys-
tem of trouble; in his view, the improvement of quality is the re-

sponsibility of management. Deming describes the quality prob-
lem this way:

Folklore has it in America that quality and production
are incompatible: that you cannot have both. A plant
manager will usually tell you that it is either or. In his
experience, if he pushes quality, he falls behind in
production. {f he pushes production, his quality suffers.
This will be his experience when he knows not what
quality is nor how to achieve it.

Why is it that productivity increases as quality
improves? Less rework.

There is no better answer. Another version often
comes forth: Not so much waste.

Quality to the production worker means that his
performance satisfies him, provides to him pride of
workmanship. Improvement of quality transfers waste
of man-hours and of machine-time into the manufacture
of good product and better service. The resull is a chain
reaction— lower cost, better competitive position, happier
people on the job, jobs, and more jobs. {1986, pp. 1-2)

In Japan, industrial management observed that the improve-
ment of quality resulted naturally and inevitably in the improve-
ment of productivity. Deming reports that this chain reaction,
shown in Figure 1.1, became assimilated in Japan as a way of life;
the chain reaction diagram appeared on the blackboard at every
meeting with top management from July 1950 onward. Deming
further noted that once Japanese management adopted the chain
rcaction, cveryone shared a common ainy, that of quality.

A fact of education that gets little real attention or under-
standing from the current reform movement is that quality, in the
long run, does not rost more money. Granted, an initial expendi-
ture may be required to correct ineffective practices, but costs
will ultimately decrease when a true focus on quality is achieved.
Failure and underachievement ultimatcly increase the cost of
schooling through wasted effort and rework. The situation at
Gonzales High School clearly illustrates this point.
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Figure 1.1  The Deming Chain Reaction

Costs decrease

because of less

rework, fewer
Improve — > mistakes, fewer ~——# Preductivity —
quality delays, snags; better improves

use of machine-time

and materials

Capture the market
-&~ with better quality —— Stay in ———> Provide jobs
and lower price business and more jobs

Note. Reprinted from Out of the Crisis (p. 3}, by W. Edwards Deming, by
permission of MIT and W. Edwards Deming. Published by MIT, Center
for Advanced Engineering Study, Cambridge, MA 02139. Copyright
1986 by W. Edwards Deming.

Gonzales is an agriculturally oriented community located in
California’s Salinas Valley. Upon entering the town, one sees the
sign "Welcome to Gonzales—Heart of the Salad Bowl.” The enroll-
ment at Gonzales High School is approximately 1,000. More than
80% of the students are Hispanic; slightly more than 90% are con-
sidered minorities.

Gonzales High School has begun to move toward quality by
examining the system and targeting areas needing improvement.
Student learning was one area targeted. School staff learned that
the real cost of failing grades was almost 128,000 dollars for one
semester (see Table 1.1). Each failed class had to be repeated, if it
was required for graduation, or replaced by a different elective
class.

What most do not realize is that the cost per pupil remains
constant, whether the outcome is success or failure. The 128,000
dollars invested in failing grades represent potential savings that
could be an incentive for the school to reduce class size, institute
staff training, and provide additional resources to avert failure.
Further analysis at Gonzales suggested that student underachieve-
ment consumed almost half of the per-course-section expendi-
ture. With the cost per section at 7,000 dollars, with a staffing
ratio of 29.65 students per 1.0 staff, the number of sections in

S
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Table 1.1 Grades at Gonzales High School
(Spring Semester, 1990)

Grade Number Percentage Grades per
student
A's 1,391 24.30 1.46
B's 1,554 27.14 1.63
C's 1,268 22.15 1.33
D's 700 12.23 73
F’s 541 9.45 .57
P's 169 2.95 .18
Other 102 1.78 11
Totals 5,725 100.00 6.00
A's-B's 51.44%
C's-below 48.56%
Grades Sections Cost
F's 18 $128,000
C's-below 93 $651,000

Note. From “The Cost of Educational Mediocrity and Failure,” by R. G.
Hoglund, 1991a, Journal of Reality Therapy, 11{1}, p. 22. Copyright 1991
by the Journal of Reality Therapy. Reprinted by permission.

which students received grades of C or lower was approximately
23. Therefore, 93 sections at 7,000 dollars equals 651,000 dollars
for students not making a significant effort to learn. Gonzales High
School was paying 779,000 dollars per school semester attempting
to educate students who, because of failure or underachievement,
would have minimal opy srtunities to become productive citizens
upon leaving school. Uniess it made quality the focus, Gonzales
High Schooi would continue to have a failure rate greater than
9%, and 48% of student grades would most likely remasin C and
lower.

Gonzales High School is not unique in this situation. Failures
and underachievement consume as much capital in terms of stu-

23
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dent cost as do grades of A and B. As these defects persist, they
continue'to necessitate rework and generate added costs.

In education the improvement of quality transforms the waste
of human and material resources into increased student learning.
When quality is the aim, there are fewer defects, more students
are engaged in quality learning, and the system operates more
cost effectively, spending money to expand learning opportunities
instead of wasting money on rework. Figure 1.2 illustrates
Deming’s chain reaction as it takes place in education.

Figure 1.2 The Chain Reaction in Education

Costs decrease
because of less
Improve —= rework, fewer failures, ———> Productivity -
quality fewer discipline improves
problems, better use
of staff-student time

Engage all students

in quality learning,

system operates Provide more
— more cost- —— Stay engaged ——> responsible and

effectively, in learning productive

system provides citizens

expanded learning

opportunities

Deming {1986) has enumerated 14 points that managers need
to understand and apply if they wish to attain quality and produc-
tivity. These 14 points, discussed in detail in chapter 2, evolve
from two important principles. The first is the quality principle:
Quality is never the problem; rather, it is the solution to the prob-
lem. According to this notion, improving the performance of a
system of people begins with a concern for the quality of whatev-
er is being done. Improving that quality resulls in less waste, less
cost, more satisfaction for all concerned, greater productivity, and
a better product.

The second is the perversity principle: Any attempt to in-
crease productivity and cut costs by imposing quantitative con-
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straints on a system results only in increased costs elsewhere in
the system. According to this notion, if a manager attempts to
change a system by forcing its members to behave differently, the
system will be resistant to management's action—even if the
workers say they wish to cooperate. Traditional management the-
ory is the antithesis of the first principle and the embodiment of
the second. Table 1.2 contrasts key elements of traditional man-
agement theory and Deming's management theory.

The key to the successful application of the quality principle
and the avoidance of the results of the perversity principle is an
approach called lead management, which contrasts with traditional

Table 1.2 Traditional Management Theory Versus
Deming’s Management Theory

Traditional theory Deming's theory

Quality is expensive. Quality leads to lower costs.
Inspection is the key Inspection occurs too late
to quality to prevent defects.

Quality control inspectors Quality begins with

can assure quality. management.

Defects are caused Most defects are caused

by workers. by the system.

Rewarding the best performers Reward and punishment of

and punishing the worst will  above- and below-average

lead lo greater productivity. ~ performance destroy teamwork
and creativity.

Profit is the most important Profit does not indicate the
indicator of a company's company's future ability to
viability. stay in business.

Note. From Dr. Deming: The American Who Taught the Japanese About
Quality {pp. 17-18}, by Raphael Aguayo. Copyright ® 1990 by Raphacl
Aguayo. Published by arrangement with Carol Publishing Group.
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"boss management.” Glasser (1990} observes that boss manage-
ment does not work because it limits both the quality of the work
and the productivity of the worker. Glasser defines boss manage-
ment in terms of four basic elements:

1. The boss sets the task and the standards for what the
workers are to do, usually without consulting the work-
ers. Bosses do not compromise; the worker has to adjust
to the job as the boss defines it.

2. The boss usually tells, rather than shows, the workers
how the work is to be done and rarely asks for their
input as to how it might possibly be done better.

3. The boss, or someone the boss designates, inspects (or
grades} the work. Because the boss does not involve the
workers in this evaluation, they tend to settle for just
enough quality to get by.

4. When workers resist, the boss uses coercion {ucually
punishment) almost exclusively to try to make them

do as they are told and, in so doing, creates a workplace
in which the workers and manager are adversaries.

{pp- 25-26)

A lead manager, on the other hand, must communicate a

compelling vision of quality and inspire cooperation. According t
Glasser, the lead manager devotes his or her time and energy to
running the system so that the workers realize that it is to their
benefit to do quality work. Table 1.3 shows the difference in focus
between boss management and lead management.

Both Glasser and Detning would agree that replacing boss

management with lead management in the school and in the
classroom is the key to educational reform. Glasser (1990}, ex-
panding on Deming's ideas, describes the responsibility of the
lead manager:

1. A manager is responsible for consistency of purpose
and continuity of the organization. The manager is solely
responsible to see that there is a future for the workers.
(It is our responsibility as a society to manage our schools
so that all students get a high quality education.)

2. The workers work in a sys*em. The manager should
work on the system so that it produces the highest qual-
ity product at the lowest possible cost. The distinction is

~ ~
A~
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Table 1.3 Differences i rocus Between

Management Styles

Boss management focus
To motivate workers
To find out who is wrong

To assign responsibility
for defects

To fix everyone's attention
on productivity

To call for and reward
individual achievement

To give the order
"Do your job"

Lead management focus
To remove barriers to motivation
To find out what is wrong

To study the process
to prevent defects

To fix everyone's attention
on quality

To call for and recognize
group achievement

To establish well-defined
procedures: "Help me help
you do your job"

crucial. They work in the system; the manager works on
the system. No one else is responsible for the system as a
whole and for improving it. (This means that the admin-
istrators, much more than the teachers, are responsible
for improving the system.) (p. 31)

Whether we consider lead management of the school (with
the administrator as manager and the teacher as worker) or lead
management of the classroom {with the teacher as manager and
the student as worker), the {ollowing elements of lead manage-
menti described by Glasser (1990) apply:

1. The leader engages the workers in a discussion of the
quality of the work to be done and the time needed to
do it so that they have a chance to add their input. The
leader makes a constant effort to fit the job to the skills
and the needs of the workers.

2. The leader {or worker designated by the leader) shows
or models the job so that the worker who is to perform
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the job can see exactly what the manzager expects. At the
same time, the workers are continually asked for their
input as to what they believe may be a better way.

3. The leader asks the workers to inspect or evaluate
their own work for quality, with the understanding that
the leader accepts that they know a great deal about how
to produce high quality work and will therefore listen to
what they say.

4. The leader is a facilitator in that he shows the workers
that he has done everything possible to provide them
with the best tools and workplace as well as a noncoer-
cive, nonadversarial atmosphere in which to do the job.
{pp- 31-32)

What makes lead management work? Deming {1986) credits
the power of intrinsic motivation through the creation of joy and
pride in work and joy and pride in learning. Glasser {1990) ex-
plains this motivation in terms of countrol theory, which

contends that all human beings are born with five basic
needs built into their genetic structure: survival, belong-
ing, power, fun and freedom. All of our lives we must
attempt to live in a way that will best satisfy one or more
of these needs. {p. 43)

Thus, lead management works because the work place becomes
need fulfilling.

Research recognizes the importance of the principal’s role in
restructuring the school. Management leadership is essential to
the implementation of educational change. Lasting change comes
from commitment, not authority. When teachers are involved in
decisions that affect them, commitment can become a powerful
reality. Teachers and administrators who develop a common frame-
work for understanding the interdependence of their work can
make the changes that will result in quality learning for students.

Lead management as an approach to school reform is no
longer a rare phenomenon. Schools all over the country are exper-
imenting with forms of restructuring in which principals and
teachers are becoming involved in school management. This book
will help teachers learn to manage students for quality learning
and will help administrators learn to manage teachers for quality
learning and teaching. Quality is not viewed as the problem for
reform; quality is the solution for reform.

Y 20 W
Y
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This book is designed to familiarize educators—teachers and
administrators— with the quality philosophy and with the actions
that support the attainment of quality learning. Our aim is to
move schools beyond the typical restructuring efforts of the past
few years into the critical psychological transformation of school
and classroom management. Deming {1986} states that transfor-
mation requires directed effort. If a school is to be transformed
into a place where quality learning is the product, everyone in the
schocl must be involved in the effort, which begins with the
building of a common understanding. To transform is to bring
about a radical change or to change into a different form, sub-
stance, or state. Transforming the school for quality learning
means changing the system—its patterns, methods, and elements.
Individuals within the school will be challenged to develop new
ways of thinking that depart drastically and fundamentally from
conventional beliefs about education. The school for quality
learning will require innovations that address the problems of the
future. The transformation begins with leadership: It is the re-
sponsibility of the lead-manager principal to expect quality learn-
ing and to engage the staff in identifying the barriers to quality
learning. Once staff members understand the system and realize
the need for change, they work together to redesign the system
for quality learning. Everyone in the school must work to accom-
plish the transformation. Deming teaches that transformation is
everybody's job.

Becoming a school for quality learning requires processes that
can respond to continual change. A school for quality learning
never stops improving. Inevitably, needs will change, and the
school must be able to address these changing needs through its
ability to design and redesign for the future. As the staff embark
on the transformation, each individual must develop the proactive
habit of creating solutions rather than seeking examples to follow.
There exist few examples of schools for quality learning.

Commitment to new learning and a new philosophy is re-
quired of any teacher or administrator who seeks transformation.
At the same time, any teacher or administrator committed to
growth and development has the potential to be a quality educa-
tor in the school for quality learning. Our work will never be fin-
ished because there is no static state of quality. Our schools will
be either improving or declining in quality. The school for quality
learning is the one that never stops improving.




CHAPT.R 2

Demings

Management
Theory: Application
in Education

Deming's (1986} theory of management for improvement of quality
and productivity calls for the application of 14 points and the elimi-
nation of seven "deadly diseases” and some obstacles. Table 2.1
offers a summary of these. Deming notes that his management
method can be used anywhere, in small organizations as well as
large ones, in service organizations as well as manufacturing
plants, and even in a division within a company (and, by exten-
sion, a school within a school system}. Quality management is
holistic and must be adopted in its entirety if it is to be effective.
Deming's points, diseases, and obstacles, which will be discussed
in depth in this chapter, constitute a broad prescription for re-
form. Any organization attempting to apply this management the-
ory must work out its own adaptations for its own purposes. Even
though this process is never easy, Deming claims that by applying
the points and eliminating the diseases and obstacles, manage-
ment can accomplish much more than it otherwise would. The
reform, although difficult, is well worth the effort.

Deming's theory of management, though developed in the
business world, can be applied in education. When educators in

17 A -
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Table 2.1 Deming’s 14 Points, Deadly Diseases,
and Obstacles

The 14 points

1. Create constancy of purpose for improvement
of product and service.
Adopt the new philosophy.
Cease dependence on mass inspection.
End the practice of awarding business on price tag alone.

Improve constantly and forever the system of production
and service.

Institute training.

Institute leadership.

Drive out fea:.

Break down barriers between staff areas.
Eliminate slogans, exhortations, and targets
for the work force.

11. Eliminate numerical quotas.

12. Remove barriers to pride of workmanship.
Institute a vigorous program of education
and self-improvement. '

14. Take action to accomplish the transformation.

The seven deadly diseases

Lack of constancy of purpose

Emphasis on short-term profits

Evaluation of performance, merit rating, or arnual review
Mobility of top management

Management based on visible figures alone

Excessive medical costs

Excessive costs of warranty, fueled by lawyers

who work on contingency

4.

SO U AW

Some obstacles

Neglecting long-range planning and transformation
Relying on technology to solve problems
. Seeking exampiles to follow rather than developing solutions
Maintaining that “our problems are different"
Blaming the work force for the problem

'.. g Q ‘
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most any school are asked how to improve quality and productivi-
ty, the usual answer is "by seeing that everyone does his or her
best.” Deming reports the same response from the management
of most companies. However, he believes that it is not sufficient
for people to do their best: They must first know what to do. Best
efforts, though essential, can do much damage in the absence of
guiding principles, including knowledge of mission. Deming
{1986) urges, "Think of the chaos that would come if everyone did
his best, not knowing what to do” (p. 19). Deming's principles
provide the guidance for educational reform. Educators who
grasp the principles can transform the schools into a place where
quality learning is the product. Following, then, is an analysis of
Deming's principles as they apply to the educational system.

THE 14 POINTS

Point 1: Create Constancy of Purpose for
the Improvement of Product and Service

According to Deming, management faces two sets of problems—

those of today and those of tomorrow. Today's problems in educa-
tion tend to be viewed by policymakers in terms of disciplining
students to work in the existing system and raising achievement
test scores. Schools tend to dwell on such matters without attend-
ing adequately to the students’ future needs. Because teachers
have new groups of students each school year, their interests tend
to be short-term. Teachers want their students to learn what is in
the curriculum prescribed for each grade level and to perform
well on achievement tests. However, some students fail to master
the prescribed curriculum, and other students are developmen-
tally well beyond that curriculum and underachieve because they
are not challenged. The present focus is on fitting & diverse group
of students into the existing system without regard to whether or
not the system is producing students who are learning.

With school populations growing more and more diverse, ed-
ucators must question the value of continuing to accept school
failure and undereducation as part of the school culture. The
same challenge must be posed to schools that are preoccupied
with raising test scores by becoming more and more efficient in
teaching to the test. What value is there in raising test scores
when students do not know how to apply what they have learned
and when test-oriented teaching eliminates curricular opportuni-
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ties for students to explore, create, and discover the changing
world around them/ If students do not learn in our schools, will
they be prepared to be the learners of the future?

Schools, like businesses, need a constancy of purpose that
prepares them to address the problems of the future. This con-
stancy of purpose can be thought of as the reason for existence.
Deming, deviating from a common assumption, states that the
primary purpose of business is not making a profit but staying in
business. What is the value of a 30% increase in quarterly divi-
dends to a company that will be out of business in 5 years? For
example, eliminating research and development costs may in-
crease the immediate profit margin, but it may soon result in a
product that is not marketable because it is no longer state of the
art. When the primary focus is on profit, management thinking
may be short-term, and long-term success may be the casualty.
On the other hand, when the focus is on staying in business, deci-
sions are made in the interest of long-term success.

Likewise, schools' primary purpose is not to produce students
who can score well on tests but to prepare students for lifelong
learning. Education, like business, must focus on the constant
improvement of product (each student's learning) and service
(methods for creating that product).

Naisbitt and Aburdene, in their thought-provoking book
Megatrends 2000 (1990), proclaim that by identifying the forces
pushing the future rather than those that have contained the past,
we possess the power to engage with our teality. The school's
reality is to create constancy of purpose for improving students’
ability to become—and remain— productive learners and citizens.

Point 2: Adopt the New Philosephy

In Deming's view, quality must become the new mission. Quality
means giving the customer what the customer has a right to ex-
pect. Business can no longer afford to tolerate mistakes, defects,
poor workmanship, bad materials, sullen service, and poorly
trained employees. Defects are costly; consuiners end up paying
for delays and mistakes. The cost of living depends inversely on
the goods and services that a given sum of money will buy. Re-
liable products and services reduce costs, whercas defective prod-
ucts and services increase them. Likewise, the educational system
cannot continue to tolerate student diopouts, failure, and under-
achievement, nor can it tolerate inappropriate curriculum and in-
effeclive teaching methods. Defective products of education
usually end up in welfare lines, in prisons, or hopelessly involved
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in the cultures of crime or poverty. Again, the public pays for
these defects.

Schools need a new orientation within which defects are un-
acceptable. The school must become a place where quality is ex-
pected from every student, where every student learns and no
student fails. When a school adopts the new philosophy of quality,
it will provide what its clientele have a right to expect: quality
learning. It is easy to accept a variety of excuses for student
failure —for example, “The student is from a dysfunctional family”
or "The student is living in poverty.” Such statements are often
accepted as reasons for the student'’s inevitable failure in the edu-
cational system. What chance does a student have in life if failure
is viewed as an inevitable part of the system? Schools must find
ways for all students to succeed. Schools must acknowledge that
each student is different and that every student can experience
quality learning.

Point 3: Cease Dependence on Mass inspection

According to Deming, inspection of a finished product as it comes
off the line, or at key points during production, is too late, ineffec-
tive, and unnecessarily expensive. With this type of inspection,
the company is paying workers to make defective parts and then
to correct the defects. The consumer pays for the duplication of
work. This sort of inspection does not improve or guarantee qual-
ity because it fails to improve the process that is producing the de-
fects. Deming {1986) says, "Quality comes not from inspection but
from the improvement of the process” (p. 29). Inspection the
Deming way, then, is a process in which the workers are enlisted
and trained to evaluate the quality of their own work.

In education, state and national standardized testing programs
do not contribute to the improvement in methods and processes
that would lead to quality learning. In fact, the inspection of stu-
dent achievement through mass testing actually prevents quality
learning because teachers spend a significant portion of their in-
structional time teaching for the purpose of raising test scores.
The result is an educational experience that is constricted and
contrived. Because instructional time is finite and because prepar-
ing students for tests consumes precious instructional time, activ-
ities that actually lead to quality learning are most likely to be
omitted from the instructional day. Students involved in instruc-
tion aimed at test taking usually become disengaged because they
see no meaning or relevance in what they are asked to do. The
“test” curriculum is unauthentic, and students following it are
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unmotivated to learn. Quality learning is not the result of stu-
dents’ desire to earn a higher score on a test: rather, quality learn-
ing results from the use of instructional methods and processes
that engage students in learning activities that draw on knowl-
edge far beyond assorted facts and basic operations. When the
inspection process in school becomes a way for students and staff
to evaluate what they are doing and plan for ways to improve, the
potential for quality learning is greatly increased.

Pgint 4: End the Practice of Awarding
Business on Price Tag Alone

According to Deming, price has no meaning without a measure of
the quality being purchased. An example in industry is the prac-
tice of purchasing supplies or services from the lowest bidder
without careful attention to specifications. This practice can only
increase costs elsewhere. When quality becomes the central focus,
the practice of buying from the lowest bidder is often abandoned.
In education—because most schools are public institutions—the
acceptance of the lowest satisfactory bid is usually mandated in
the procurement of materials and services. This legal requirement
need not be a hindrance to quality; it simply dictates that bid
specifications be generated carefully and completely.

In education, the most significant expenditures are in the area
of human resources. Class size, defined in terms of teacher-to-
student ratio, is often determined solely on the basis of “price tag.”
In fact, increasing class size is a common way for schools to cut
costs. “Cost plus” then becomes the pitfall. Students in large classes
who do not receive instruction appropriate to their needs and learn-
ing styles either fail those classes and have to repeat them, or they
become targeted for special assistance or special education. Special
education services and repeated classes are high-cost items. Hence,
the cost overruns are likely greater than they would have been if
quality, not cost, had been the criterion for determining class size.
Would it not be better to pay for smaller classes in the first place,
rather than incurring extra costs for special education services and
repeat classes? From the student's perspective, being failed and/cr
disabled by the system is a high price to pay.

Point 5: Improve Constantly and Forever
the System of Production and Service

Deming firmly believes that every product should be regarded as
one of a kind and that there is only one chance for optimum suc-

30
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cess. In his view, quality “must be a part of the system, built in at
the design stage” {1986, p. 49), and teamwork in design is funda-
mental to the process. The Shewhart Cycle (Figure 2.1}, developed
by Walter Shewhart—Deming's mentor for a number of years—is
an approach to process analysis and improvement used by
Deming.

This cycle involves constantly defining and redefining the
customer’s needs and wants; it is simultaneously a vehicle for
involving every function of the business in these desires of the
customer. Thus, the entire organization focuses on the customer
and on all parts of the process that affect the stability of the prod-
ucts and services for that customer. Widely known as the PDCA
cycle (which stands for Plan-~Do~-Check-Act), the She whart cycle
inevitably leads to redesign and improvement. It can be used at
every level of decision making from the development of improved
methods within a department to the development of a compre-
hensive strategic plan for the entire system.

Educators often find themselves in the position of “putting out
fires" instead of improving quality through systematic changes. As

Figure 21 The Shewhart Cycle

What could be the most

Study the results. important accomplishments

What did we of this team? What changes
learn? What might be desirable? What
can we data are available? Are new
predict? observations needed? If yes,
plan a change or test. Decide
how to use the observations.
Observe the Carry out the change or test
effects of the decided upon, preferably on
change or test. a small scale.

Step 5. Repeat Step 1, with knowledge accumulated.
Step 6. Repeat Step 2, and onward.

Note. Reprinted from Out of the Crisis (p. 88), t . W. Edwards Deming,
by permission of MIT and W. Edwards Deming. Published by MIT,
Center for Advanced Engineering Study, Cambridge, MA 02139,
Copyright 1986 by W. Edwards Deming.
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a public institution supported by taxpayers, schools are quick to
react to complaints by applying the quick fix. For example, when
a school's test scores drop, teachers and students are often
blamed. Teachers begin to focus on instructicn to raise test scores,
and students are worked longer and harder so they will score bet-
ter on the test. Deming (1986) declares, "Putting out fires is not
improvement of the process. Neither is discovery and removal of
a special cause detected by a point out of control. This only puts
the process back to where it should have been in the first place”
(p. 51). What should occur instead is a reevaluation of the system,
with educators examining their mission and analyzing the teach-
ing and learning processes.

Educators can use strategic planning in schools to focus on
improving the system rather than blaming teachers and students
for not working hard enough. Among the quick fixes often pro-
posed when teachers and students are thought not to be working
hard enough are a longer school day and more academic require-
ments. But these changes alone will not solve the system’s prob-
lems. Everyone involved with a school must continually work to
redesign and improve the system. Whether it is a question of
designing strategies and methods for an individual student in the
classroom or improving a schoolwide service, the PDCA cycle can
be applied.

Point 6: Institute Training

Too often in business and industry, workers learn their skills from
other workers who have themselves received inadequate training.
In education one need only talk to new teachers to realize the
necessity for staff development programs. Many teachers have
been taught by college instructors who have never taught in an
elementary, middle, or high school yet who are purporting to
teach teaching. Frequently only one semester of student teaching
is required for certification, and the variation in quality and com-
petency of supervising teackers exacerbates the problem. The
supervising teacher is usually also a product of inadequate train-
ing, with experiences very similar to those afforded the prospec-
tive teacher. If the supervising teacher is truly superior, that ex-
pertise is most likely the result of good personal instincts plus
appropriate inservice training, on-the-job experience, and mentor-
ship of a highly skilled colleague. It is very difficult to erase
improper training. Sadly, often neither the supervising teacher
nor the student teacher knows what it takes to help all students
achieve quality learning.

37/
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To develop a school for quality learning, administrators and
teachers must understand the psychological framework for quali-
ty and develop the skills necessary to promote it. They must
establish a staff development program to build a common founda-
tion of knowledge for all staff members. Further, administrators
and teachers must develop skills in addition to those required for
basic effectiveness in their professions. {Those skills will be de-
scribed in chapters 12 and 18.) The staff development program in
a school for quality learning must embody the same principles
and practices as the quality program for student learners. It must
be designed to meet the varied needs of staff members with dif-
ferent concerns and styles. A staff development program that
attempts to fit all participants into a single mold will certainly
send the wrong message about the design of a quality learning
program.

Point 7: Institute Leadership

Lead management plays a crucial role in the realization of quality.
In Deming's view, the aim of leadership is to help people do a bet-
ter job. The leader is the primary agent for improvement of the
system. Leaders must understand the overall system and know
how they and the groups they facilitate fit with the aims of the
organization.

Lead managers do not judge their workers and rank individ-
ual performances. Instead, they judge their own performance as
they observe the workers and determine what they need to do to
foster improvement. The lead manager builds trust and encour-
ages everyone to improve, creating an environment where the
workers can experience pride in their work. A lead manager's
efforts are devoted to cultivating each worker so that all workers
can perform to their greatest potential and, at the same time, in a
manner consistent with the organization's aim.

In education as in business, the antithesis of lead manage-
ment is boss management. Boss managers set standards, tell
rather than show how, and rely heavily on reward and coercion to
motivate and control workers {students and staff). In a boss-
managed system, workers do not realize their greatest potential.
They rarely experience joy and pride in their work, and they have
little commitment to the aim of the organization. Lead manage-
ment in the school means that the principal must create an envi-
ronment where teachers can feel pride in their work; lead man-
agement in the classroom means that the teacher must create an
environment where students can feel pride in their learning.
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Pride, an internal sense of one's own dignity and self-worth, is
indispensable to quality learning. The lead manager's responsibil-
ity, to keep everyone working toward the common goal of quality,
is an impossible mission unless individuals can experience pride
in their work. If the sense of pride is absent, there is something
wrong with the system. It is the responsibility of management to
discover the barriers to pride and to modify the system so that
everyone can do quality work.

Point 8: Drive Out Fear

Coercion, or managing through fear, is the most destructive ele-
ment in a workplace. It impedes productivity and interferes with
quality work. Workers who fear their bosses or supervisors may
produce enough to meet minimal standards, but they will never
achieve quality. Administrators and teachers who work in an
atmosphere of coercion and fear will never elicit respect and loy-
alty from those under their management, nor will they improve
the quality of the work being produced.

Deming writes that people cannot perform at their best unless
they feel secure—that is, without fear, not afraid to express ideas
or to ask questions. Deming believes that a consequence of fear in
any form is loss of quality due to impaired performance. It is in-
teresting to note that the idea of driving out fear was not a part of
Deming's initial management concepts developed in Japan. The
Japanese managers did not have to be counseled to eliminate fear:
'The workers were eager to pull togetlier to build their nation after
the war; they regarded their employers not with suspicion and
distrust but as benefactors. All belonged to a family working
toward the same goal. Only later, through experience in working
with American companies that stressed boss-management sys-
tems, did Deming incorporate driving out fzar into his 14 points.

Fear takes a devastating toll in education. Management by
fear, wheiher it means the principal managing teachers or teach-
ers managing students, prevents people from thinking. It deprives
them of pride in their work and thus destroys intrinsic motiva-
tion. Through fear, the thinking and creative potential of studeats
and teacaers alike is suppressed. Most educators who rely on fear
believe that individuals need to be controlled —that they cannot
be trusted & :d will not work if they are not threatened with some
external consequence. This view cventually Lecomes a self-fulfill-
ing prophecy.

Fear in education takes the form of performance appraisals,
evaluations, grades, punishments, reprimands, and competitive
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reward systems. Until educators accept the fact that fear and
quality work are incompatible, there can be no real improve-
ments in the quality of the educational system. To eliminate fear,
principals and teachers must strive to create an environment
where intrinsic motivation is understood, is valued, and is the in-
spiration for learning. They can do this through self-evaluation, an
internal assessment process that actuates intrinsic motivation to
improve quality. {Self-evaluation will be discussed further irs chap-
ters 6 and 17.)

Point 9: Break Down Barriers
Between Staff Areas

Breaking down barriers between staff areas is really a matter of
teamwork. To illustrate this point, Deming cites a not atypical
example in which people in a company's design department work
with people in sales and engineering to design a new product. The
eage: salespeople begin showing prototypes of the product to
wholesalers, eliciting advance o.ders. Unfortunatcly, the manu-
facturing department cannot produce the item economically as it
was designed; small changes in style and specification are neces-
sary. These changes cause production delays, forcing the sales-
people to return and communicate the changes to the wholesalers
who have placed the orders. The result is loss of time and loss of
sales, losses that could have been prevented through initial team-
work with the manufacturing people. Deming constitutes teams
of people in design, engineering, production, and sales. These
teams, called QC (quality controlj circles, combine their resources
to develop designs for the future and to improve the quality of
products and services.

In schools, the most significant barriers between staff areas
arise from the segregated and segmented subject matter approach
to curriculum. The teacher teaches a content area in isolation
from all other content areas. Stude.its use structured textbooks
containing drills and exercises that reinforce content that they
often perceive as having no connection to the world outside the
classroom. Learning is viewed as an individual activity, and stu-
dents are discouraged from collaborating with one another.

If students are to be actively engaged in learning, they must
view the curriculum as meaningful and relevant. Integrating cur-
riculum and employing cooperative learning can break down the
barriers to relevance. Integrating curriculum requires teamwork
among teachers with expertise in various content areas. They
combine their information and teaching resources to develop
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learning experiences and opportunities that keep students contin-
ually engaged in learning. Cooperaiive learning requires team-
work among students as they complete learning activities. With
the barriers gone, teachers have the opportunity to learn from one
another, students have the opportunity to learn from their peers,
and teachers and students can learn from one another as well.
The result is quality teaching and quality learning.

In addition to breaking down the barriers created by the seg-
regation of curriculum, management must eliminate the barriers
that prevent teamwork. A combined effort is necessary if the
school is to become a place for quality learning. Individual staff
members must cooperate to meet the students' needs and address
the school's improvement priorities. Secretaries, custodians,
clerks, teacher aides, librarians, special educators, counselors,
teachers, and administrators all affect one another's ability to
work consistently with the quality philosophy. When everyone in
the school is pursuing the aim of quality learning for each stu-
dent, services can be focused on the learner and designed, coordi-
nated, and delivered by the team. It is the principal's responsi-
bility as lead manager to break down barriers that have been built
by years of tradition and to help staff members work together —in
other words, to facilitate teamwork.

Point 10: Eliminate Slogans, Exhortations,
and Targets for the Work Force

At first glance, posters in offices and factories urging workers on
to higher quality or targeting some quantitative measure of pro-
duction seem relatively harmless. According to Deming, the prob-
lem with such slogans, exhortations, and targets is that they are
directed at the wrong people, generally implying that the desired
improvement depends on additional efforts of individual em-
ployces rather than on a well-functioning system. Because most
causes of low quality and low productivity are systemic, the
power to effect improvement lies beyond the work force. Workers
alone can do little to change the system; the burden of improve-
ment rests with management. Slogans, exhortations, and targets
frequently generate frustration and resentment. They advertise to
the workers that management is unaware of the barriers to pride
in workmanship, thus creating adversarial relationships.

In the schools, "excellence in education” has been a popular
slogan for a number of years. Some schools have based their
whole system of management on this exhortation, which suggests
that teachers and students could do better if they would strive
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harder for excellence. Unfortunately, the slogan has had no long-
term effect and in some cases has even backfired: Many schools
embraced the “excellence” target only to find themselves several
years later with even more students underachieving or dropping
out. The slogan backfired because excellence was interpreted to
mean more rigid graduation requirements, more arduous expecta-
tions for existing curriculum, and more strict and uncompromis-
ing discipline policies. These standards tend only to increase the
number of students who fail, underachieve, drop out, or create
discipline problems. There are at least three explanations for this
phenomenon. First, while the original standards prevailed, a
number of students were working hard and achieving marginal
success. As standards were tightened, those students’ efforts no
longer resulted in a success experience. Without recognition of at
least marginal success, the students no longer chose to expend the
effort. Second, another contingent of students may have seen the
old standards as irrelevant yet chose to work hard enough to
achieve success in school because they recognized such success as
prerequisite to future opportunities. The increased standards,
however, exceeded their tolerance for the absurd. In their view,
“the school experience shifted from being tolerably irrelevant to
being totally alien to their lives and goals. Third, the study oppor-
tunities or courses that students most desired—for example,
home economics, industrial arts, music, art, and so on—were no
longer accessible because the school day or term was totally con-
sumed by courses needed to satisfy graduation requirements.

The schools that promoted the slogan "excellence in educa-
tion" made the mistake of believing the problem— 4 lack of quality
learning—to be within the power of the workers {teachers and
students) to change instead of undertaking much-needed system
modification. The slogan implies that the system itself is working
and that the lack of productivity is due to inadequate effort on the
part of learners, teachers, or both. In reality, the system is not
working —for students and teachers alike.

Point 11: Eliminate Numerical Quotas

Deming maintains that quotas and other work standards such
as those used in management by objectives interfere with quality,
perhaps more than any other working condition. The problem
with quotas and management by objectives is that they can func-
tion only as well as the system permits. They focus on the end
goal rather than on the process. Management by objectives and
quota systems, according to Deming, usually do not include “any
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trace of a system by which to help anyone do a better job" (1986,
p. 71).

Deming cites the case of an airline reservation clerk who was
required to answer 25 calls an hour while being courteous and not
rushing callers. Because that figure did not allow for unforeseen
circumstances such as computer down time and the need to look
up additional information, the clerk was unable to meet the quota.
What was the employee supposed to do in this situation: satisfy
the customer or make the quota? If management eliminated the
quota and concentrated on system changes that would increase
productivity {number of calls) and quality (customer satisfaction),
the reservation clerk might even exceed 25 calls per hour with sat-
isfied customers. In any case, satisfied customers must be the goal.

When quotas are based on the average output of a group, the
outcome will be mediocrity, with half the workers producing
above and half below the quota. Peer pressure often will hold the
upper half to the average, and those below will be unable to meet
the standards. In any event, half of the workers will be below
average with little opportunity for improvement because the sys-
tem remains the same; the result i3 a waste of human resources.
The problem is to improve the system and find out who is having
trouble. Changing the system so that all workers can succeed is
the only way to achieve quality results.

In education, there is great pressure for teachers to raise
achievement test scores and for students to earn higher grades.
These demands run counter to quality learning because the focus
becomes the grade or the standardized test score, not the learning
process or even a meaningful product of learning. The problem is
exacerbated because much less attention and instructional time
are devoted to skills that cannot be evaluated in terms of a stan-
dardized score. Quality learning is not average learning or mini-
mal learning; it is learning that cannot be based on the average
output of the class or the school. When 50% of students are per-
forming at or below average, is quality schooling taking place?

Point 12: Remove Barriers to Pride
of Workmanship

When Deming works with a company or conducts a seminar, he
frequently asks participants to name obstacles that prevent them

from experiencing pride in their work. Often, the responses in-
clude the following:

1. Conflicting or unclear goals
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2. Arbitrary decisions by supervisor

3. Lack of time, resources, and direction
4. Devaluation of effor:s

5, Fear of mistakes or failure

6. Insufficient information and training

7. Little feedback on performance

Often managers do not understand the problem because they
do not focus on the human processes behind the product or serv-
ice. Faced with problems that concern people, managers some-
times establish employee involverent or participation programs.
These programs often disintegrate through frustration because
management fails to act on employees' suggestions for improve-
ment, and the employees believe that management does not value
their effort or ability. Employees in this situation cannot feel pride
in their work. On the other hand, when management under-
stands the human processes, works with the people to develop a
plan of action for improvement, and institutes the improvement,
pride of workmanship is strengthened.

In education, barriers to pride of workmanship exist when
teachers are excluded from decision making about the school and
students are excluded in decision making about their instructional
programs. Most teachers and students want to do a good job and
are distressed when no one seems able to help them do it. In
Deming's work we see that, 85% of the time, the problem lies
with the system and not with the worker. Administrators will not
be able to help teachers do quality work unless they collaborate to
identify the system's problems and find effective solutions; the
same holds true for teachers and their students. Whether princi-
pals are working with teachers or teachers are working with stu-
dents, removing the barriers to pride in workmanship empowers
people to manage themselves for quality. They become responsi-
ble for their actions and committed to the goal of quality learning.

Point 13: Institute a Vigorous Program
of Education and Self-improvement

Although this point is similar to Point 6 (institute training}, there
is a distinction. The purpose of training is to build a foundation of
common knowledge; Point 13 is concerned with instituting a com-
prehensive continuing education program that not only builds the
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skills needed for workers' current jobs but also encourages them
to acquire new knowledge and understanding in preparation for
future challenges.

Deming's views on retraining and education stem from his
conviction that workers' self-improvement is linked directly to a
company's ability to improve its system. He considers the com-
pany responsible for offering continuing educational opportuni-
ties and holds that motivation comes from pride in learning and
self-improvement. It is not enough for an organization to have tal-
ented and skilled people; those people must continually acquire
the new knowledge and skills required to deal with new materials
and methods of production.

Self-improvement and retraining are crucial for educators. The
skills and knowledge of the principal and the teacher have a direct
impact on the quality of the students’ learning. No two students
are alike; each one brings a uniqueness to the learning environ-
ment. This fact alone underscores the need for vigorous education
and retraining. A heterogeneous group of students with diverse
iearning styles, skills, knowledge bases, and talents require a
teacher who can call on a variety of strategies and methods tu
meet the needs of each individual in the classroom. Teachers need
to acquire skills in a number of areas, such as learning styles,
cooperative learning, whole-language instruction, integrated learn-
ing, and responsibility education—not to mention keeping abreast
of overall developments in the profession. '

Management training is needed as well so that administrators
can function as lead managers in the school and teachers can be
lead managers in the classroom. Lead managers must not only
understand the processes of quality teaching and learning, they
must also be skilled in communication, team building, decision
making, problem analysis, reality therapy, and conflict resolution.
Vigorous training in these skills will equip staff to create a school
environment where all students experience quality learning.
(Chapter 12 treats these managerial skills in detail.}

Point 14: Take Action to Accomplish
the Transformation

“A journey of a thousand miles begins with the first step.” This
ancient Chinese proverb summarizes Deming's final principle.
According to Deming, the first milestone on a company's road to
quality is passed when a critical mass of the employees under-
stand the 14 points and become active participants in the process
of transformation.
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Following are the actions that lead to Deming's transformation:

1. People in the organization come together to understand the
14 points and decide how to apply them. They will agree on
what the points mean and how to use them, and they will
agree to carry out the new philosophy of quality. Deming
stresses that if this step is omitted individuals will go off in
different directions, well-meaning but misguided, diluting
their efforts and sometimes working at cross-purposes.

. Managers analyze the need for change and affirm the desire
to transform their style of management. The word transfor-
mation is used because most people in an organization find
Deming's ideas vastly different from what they initially
learned; now they must change not only their perceptions
but also their actions, to make them consistent with that
thinking. Before managers can commit to this transformation,
they must feel frustration and dissatisfaction with past per-
formance. They must realize that the old system is not pro-
ducing quality and find the courage to break with tradition.

. Through seminars and other means, management helps a
critical mass of employees understand why change is neces-
sary and realize that change will involve everybody. Enough
people must understand the 14 points to put them into prac-
tice. This training process builds a foundation of knowledge
as well as a basis for teamwork.

. Every activity and every job is analyzed for iinprovement.
Everyone belongs on a team working in the PDCA (Shewhart)
cycle to address specific issues such as constancy of purpose,
improvement of product and service, purchase of materials,
removal of ratings, and removal of barriers to pride in work-
manship. Application of the PDCA cycle, Deming says, will
lead to continual improvement of methods and procedures.

It can be applied to any process.

Educators can take these same actions in their schools and
classrooms. The school for quality learning is a product of lead
management in the school and in the classroom. When principals
and teachers agree on their mission and institutionalize Deming's
14 points, the quality of each student’s learning will improve.

The 14 points constitute Deming's theory of management.
Their application has the potential to transform the traditional
boss-management style into lead management. Deming also writes
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of seven deadly diseases and some obstacles that can stand in the
way of transformation. The distinction between the diseases and
the obstacles is based partly on the difficulty of eradication and
partly on the severity of the damage they cause. Deming views
the diseases as more serious than the obstacles because tradition-
al management suffers deeply from them and they are potentially
fatal unless corrected. In reading the following section, note that
the diseases and obstacles are not only closely linked with the
14 points, they are also linked with one another.

THE SEVEN DEADLY DISEASES

1. Lack of Constancy of Purpose

If constancy of purpose (Point 1} is essential for a company to stay
in business, its absence means devastation. A company without
constancy of purpose does not think beyond quarterly profits and
has no long-range plan to survive. Deming advocates protecting
investment by working continually toward the improvement of
processes—and thus products and services—that will bring the
customer back again and again.

In education, the focus on compartmentalized content-driven
curriculum, test scores, and grades severely limits opportunities
for quality learning. A lack of constancy of purpose underlies the
focus on these short-term issues; in the long term, the student is
prevented from becoming a lifelong learner. This situation pre-
vails despite the profession of nearly every school that its mission
is to develop lifelong learners.

2. Emphasis on Short-Term Profits

Deming says that the pursuit of quarterly dividends and short-
term profits defeats constancy of purpose and long-term growth.
His comparison of America to Japan helps define the probiem:
“Most American executives think they are in business to make
money, rather than products and service. . . . The Japanese corpo-
rate credo, on the other hand, is that a company should become
the world’s most efficient provider of whatever product and serv-
ice it offers. Once it becomes the world leader and continues to
offer good products, profits follow" (1986, p. 99).

Just as American industry's relentless drive for short-term
profit diverts attention and resources from the job of forming the
productive base, the drive within the American educational sys-
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tem to increase national test scores diverts attention and resources

from the job of creating lifelong learners who will become the pro-
ductive citizens of the future.

3. Evaluation of Performance, Merit Rating,
or Annual Review

Deming reports that many companies and government agencies
in the United States have systems in which employees receive
annual ratings from their superiors. He charges that such systems
represent management by fear and considers them devastating
for a number of reasons. Evaluation of performance, merit rating,
or annual review encourages short-term performance at the ex-
pense of long-term planning, discourages risk taking, builds fear,
undermines teamwork, and pits people against one another in
competition for the same rewards. The result is people working
for themselves, not for the company. Rewards and punishments
do not motivate people to do their best; in fact, they do exactly the
opposite, and pride in workmanship is lost. Managers, in effect,
are managers of defects, and the organization becomes the loser.
In education, test scores, grades, merit pay systems, and
annual teacher ratings are symptoms of this disease. With the dis-
ease spreading, teachers manage more and more defective stu-
dents, and principals manage more and more defective teachers.
The results in education are the same as the results in business:
unmotivated workers with little pride in workmanship.

4. Mobility of Top Management

When people cannot take pride in their work, they look for other
jobs. Deming observes that it is difficult for workers to remain
committed to policy or achieve long-term improvement when they
know that their manager’s tenure is likely to be short. The job of
management is inseparable from the welfare of the company.
Mobility undermines teamwork; workers become disillusioned
when forced to endure a succession of new managers and new
programs for improvement. If individuals are to work jointly to-
ward a common end, they require time to build trust and synergy.
Teamwork — along with team effectiveness— develops over time.
It is folklore —and probably very close to actual fact—among
school board associations and educational leadership associations
that a school superintendent holds a position for 3 years on the
average. It is no wonder that the school reform movement is pro-
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gressing so slowly. It is nearly impossible for a superintendent to
develop the quality of administrative teamwork needed to trans-
form a school system in just 3 years.

In the classroom, the teacher is considered the top manager.
The lock-step practice of moving children to a new classroom and
a new teacher each school year provides little opportunity for the
teacher to effect true long-term improvement in the student'’s abil-
ity to do quality learning. Students will do quality work when
they value their relationships with their teachers and when the
teachers truly understand the individual student's needs. These
relationships and this understanding take time to develop; for this
reason, students should remain with their teachers for more than
a single year.

5. Management Based on Visible
Figures Alone

Deming says that a company cannot claim success on visible fig-
ures alone. He believes that the most important figures needed
for management are unknown or unknowable. Paradoxically,
even though figures may be unknown or unknowable, they must
be taken into account. Deming cites an example in which the vis-

ible figures of a company’s credit department indicated success in
retaining most customers who paid promptly. The credit depart-
ment had performed well on its assigned job, which it perceived
as obtaining prompt payments. Eventually, the not-so-visible fig-
ures showed that the credit department had driven some of the
company's better customers to the competition. Even though
these customers were not paying promptly, they were purchasing
in large quantities and were responsible for their payments, albeit
sometimes late. Management accounted too late for the invisible
figures. It would have been better for the company to work out a
long-term payment plan with these major customers than to lose
their business by demanding prompt payments.

Deming warns that the potential gains from application of his
management methods cannot be quantified year by year in terms
of dollars. People should know before they start that they will be
able to quantify only a minor portion of the gain. For example,
how does one quantify a happy customer’s multiplying effect on
sales—or the opposite effect from an unhappy customer?

In education, leaders make budget cuts that, in their view,
will not cause major harm to "basic” educational programs. Some
school systems delay the purchase of supplies and equipment;
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some cut back funding of athletics, extracurricular activities, and
academic programs outside the "basics”; some eliminate adminis-
trative positions and rewrite job descriptions so that those re-
maining have more responsibility and more work; and some in-
crease class size to reduce the number of icachers employed. In
such school districts the quality of education is no longer the
focus. The schools are run on visible figures alone. Costs of a
"basic” education are plainly visible, but they do not tell the story
about quality. Perhaps this is one reason that public school stu-
dents are no longer engaged in learning.

6. Excessive Medical Costs

For some companies, according to Deming, medical costs repre-
sent the largest single expenditure. Excessive medical costs take
many forms. For example, employer-provided health insurance
benefits pay for counseling of employees who may be depressed
from dissatisfaction with work, for treatment of employees whose
performance is impaired by alcohol or drugs, or for general health
care. These medical costs have a multiplier effect for any com-
pany because they are embedded in the costs of the products and
services of every other firm with which it does business.

Excessive medical costs in education—in the form of health
insurance benefits and, especially, in excessive use of sick leave —
equal less money available for improvement of programs for stu-
dents. Employees who find the work situation personally fulfill-
ing are likely to have better attendance patterns.

7. Excessive Costs of Warranty, Fueled by
Lawyers Who Work on Contingency

Deming calls the United States the most litigious country in the
world. Fear of being sued raises costs. Liability insurance costs
and legal fees cost both the company and the consumer because
the businesses build these costs into the prices of their products
and services.

Education is not immune from these costs. In fact, litigation
in the area of special education burdens school systems not only
with their own attori:eys’ fees; they also pay the attorneys’ fecs of
parents when parents prevail in court. Liability insurance and
attorneys' fees are paid with tax dollars, again at the expense of
educational programs.
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SOME OBSTACLES

In addition to the deadly diseases, Deming identifies a number of
obstacles that significantly limit an organization's effectiveness in
reaching quality. Following are the obstacles he cites.

1. Neglecting Long-Range Planning
and Transformation

Long-range plans are crucial toc a company's survival. However,
management may entirely neglect the development of such plans.
Even when long-range plans do exist, they are frequently ignored
because of so-called emergencies. Managers spend their time and
energy dealing with immediate crises and do not analyze the
organization for possible transformations that could prevent these
short-term crises and offer potential for future growth.

Deming also uses the example of company policies that are
essentially frivolous—for instance, concerning attendance and
punctuality —that consume management time. Managers spend
large amounts of time enforcing these policies and disciplining
employees when rules are broken. In a climate of lead manage-
ment, these matters would not be issues because employees
would be committed to quality and have an environment where
they could experience joy and pride in their work. Lead manage-
ment requires long-range planning and transformation.

In a school for quality learning, the lead-manager principal is
not concerned about staff attendance, number of hours worked,
or punctuality. Lead-manager teachers do not spend much time
disciplining learners. These issues are not prominent because the
teacher "worker" and the learner "worker” see the school as need
fulfilling. Everyone understands the mission of quality. Thus, all
are engaged in the continual transformation of the system.

2. Relying on Technology to Solve Problems

Deming criticizes the supposition that technology {computers,
modern machinery, and tools} will resolve deep-seated quality
and productivity issues. The fact is that technology cannot trans-
form a company; only lcad management can transform a com-
pany. Technology as a resource can contribute to quality, but it is
only a resource. In educalion, transformation to quality can occur
with or without technology.

0
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3. Seeking Examples to Follow Rather
Than Developing Solutions

Deming notes that companies facing problems tend to look for
solutions already used elsewhere. He warns against this because
examples by themselves teach nothing; it is necessary to know
why a practice succeeds or fails. This obstacle is represented as a
key point in the United States Department of Education's
America 2000 plan, designed to create new schools across the
nation that will serve as models to be broadly replicated. John 1.
Goodlad (1991), Director of the University of Washington's Cen-
ter for Educational Renewal, rejects the search for example:

It is unrealistic and dysfunctional to propose to replicate
in one setting schools that work in another. It is possible,
however, to seek to implement broadly some principles
and concepts characteristic of good schools, such as small
size, a close relationship between home and school, small
teams of teachers staying with groups of students over a
period of years, diagnosis of children's progress, mixed
age groups. (p. 12)

Deming would likely suggest that to improve quality in
schools through implementation of the principles and concepts
suggested by Goodlad, one would first need {o understand why
these ideas succeed and why their opposites have failed.

4. Maintaining That “Our Problems
Are Different”

"Our problems are different” is a common complaint that afflicts
management and government administration the world over.
"They are different, to be sure, but the principles that will help to
improve quality of product and service are universal in nature”
(Deming, 1986, p. 130). In education, this obstacle is often pre-
sented as an excuse for not making the transfortnation necessary
to improve quality.

5. Blaming the Work Force for the Problem

Deming states that workers represent only 15% of the problem
and that the system is responsible for the other 85%. The system
is the responsibility of management. Instead of blaming the pro-
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duction and service problems on the work force and demanding
that workers work harder to do their jobs in the way they were
taught, management should scrutinize the system and work to
transform it. The essence of quality management is the ability to
treat problems of the system and of the people simultaneously.

In education, workers are not the problem, and they should
not be blamed for the problem. If lead managers in the school and
in the classroom transform the system, students will begin to
achieve quality learning and become quality learners. They will
no longer be disabled by the system.




CHAPTER 3

Psychological
Framework of

Quality

Understanding the psychological framework that defines and un-
dergirds Deming's (1986} management method is essential to the
achievement of quality and the efforts to constantly improve.
According to Deming, no one will do quality work who feels
threatened or coerced; when work is rewarded or punished, peo-
ple tend to do the minimum expected and are not a. creative as
they would otherwise be.

The traditional boss-management approach is based on
stimulus-response psychology focusing on extrinsic motivation
through rewards and punishments. Much of what takes place in
schools emerges from a set of assumptions about human nature
based on stimulus-response psychology. These assumptions can
be observed not only in the way students are disciplined but also
in the fact that attempts to control their actions are viewed as dis-
cipline; not only in the way students are graded but also in the
fact that grades are regarded as a way to improve achievement;
not only in teachers' orders to students not to interact during
work time but also in the fact that student interaction is seen as
extraneous to the learning process. These extrinsically motivated
management system practices —extrinsic meaning not part of the
essential nature of the individual—est on the theory that humans
can be controlled through external rewards and punishmeats.
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By contrast, lead-management methods are derived from an
understanding of intrinsic motivation, which comes from within
each individual. It is part of one's internal system, and it is essen-
tial to the individual's nature. Deming notes that people are born
with a need for relationships with others and a need to be loved
and esteemed by others, emphasizing that the needs for self-
esteem and for respect are innate. If people are denied dignity
and self-esteem, intrinsic motivation becomes suppressed.
Deming's management theory recognizes that extrinsic motiva-
tion is a submission to external forces that neutralize intrinsic
motivation. Deming's ranking of evaluation by performance,
merit rating, and annual review among one of the seven deadly
diseases that rob people of pride and innovation demonstrates his
commitment to management that restores power to the individual
instead of overpowering the individual by extrinsic force. In
schools relying on extrinsic forms of motivation (e.g., gold stars,
tokens, or grades), the joy of learning becomes suppressed. The
student who focuses on working for the grade or the star conse-
quently is divested of the intrinsic joy and pride that can come
from learning itself. Figure 3.1 illustrates Deming's view of the
way in which intrinsic motivation is gradually destroyed by
extrinsic systems.

Glasser (1990} explains that, in schools, boss management is
the major reason why so few students are doing quality work. He
believes that the problem is the boss manager’s view of motjva-
tion: that people can be motivated from the outside. Boss man-
agers fail to understand that all motivation comes from within.
Consequently, they interact with people in a manner that implies
that the people can be controlled through external rewards and
punishments. Glasser's analysis of motivation, based on control
theory, provides the foundation of knowledge everyone in the
school for quality learning must possess. In the school for quality
learning, not only does extrinsic motivation become an oxymoron,
intrinsic motivation is a redundancy. Motivation is defined as
something that causes a given action, The lead-manager principal
and the lead-manager teacher know that motivation comes only
from within the individual and that each individual's behavior
can be driven only by his or her internal system. Thus, motiva-
tion can only be intrinsic, and only the individual chooses and
has control over his or her actions. When boss managers attempt
to control workers’ behavior through extrinsic methods, they
destroy what they are attempting to cultivate: motivated workers.

Understanding true motivation is crucial to becoming a lead-
manager principal or teacher. Efforts to transform a school will



Psychological Framework of Quality

Forces of Destruction

These forces cause humiliation, fear, self-defense,
competition for gold star, high grade, high rating
on the job. They lead anyone to play to win,
not for fun. They crush out joy in learning,
joy on the job, innovation. Beaten,
humiliated, people drop out of
school. Extrinsic motivation
{compete resignation to
external pressures)
One is born with gradually replaces
intrinsic motivation, self- 1.ntrmsm motiva-
esteem, dignity, cooperation, tion, self-esjtee.m,
curiosity, joy in learning. These dignity.
attributes are high at the beginning
of life, but are gradually crushed by the
forces of destruction shown at the top.

No!c. Reprinted from The New Economics for Industry, Government,
Educuation [p. 215), by W. Edwards Deming, by permission of MIT and
W. Edwards Demirg. Published by MIT, Center for Advanced Engi-

neering Study, Cambridge, MA 02139. Copyright 1993 by W. Edwards
Deming.
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fail unless the principal and the staff fully understand and inter-
nalize the psychological framework for quality. The staff must
then have the opportunity to develop the skills that will allow
them to align their actions with the theory.

The remainder of this chapter is devoted to the contributions
of Dr. William Glasser, specifically his work in control theory and
reality therapy. Glasser's books are essential reading for those
striving to create a school for quality learning.

Control theory, according to Glasser (1984}, explains why (and
to a great extent how), all living organisms behave. Under this
theory, everything we do in life is behavior; all of our behavior is
purposeful, and the purpose is always to attempt to satisfy basic
needs that are built into our genetic structure. The theory is called
control theory because all behavior is our best attempt at the
moment to control ourselves {so that we can control the world
around us) as we continually try to satisfy one or more of these
basic needs.

Reality therapy (Glasser, 1965) is a method of counseling
based on control theory and aimed at helping individuals gain
more effective control over their own lives. Individuals can also
use it to improve their own effectiveness. This process has been
proven effective in education, parenting, leadership, and manage-
ment; it lends itself to any situation where people need to learn
how to satisfy their needs in responsible ways. Reality therapy is
based on the belief that we all choose what we do with our lives
and that we are responsible for the choices. Responsibility is
defined as learning to choose behaviors that satisfy our needs
and, at the same time, do not deprive others of a chance to do the
same. Practitioners of reality therapy persuade individuals to look
honestly both at what they want and what they are doing to get
what they want. An individual who is frustrated, or is frustrating
others, is taught to evaluate what he or she is doing and, from this
evaluation, learns about and puts into practice more effective
(need-satisfying) behaviors.

In the school for quality learning, the lead-manager principal
applies reality therapy in facilitating group decision making with
the faculty, conducting individualized staff development and eval-
uation, and implementing discipline and responsibility education.
Likewise, the lead-manager teacher uses reality therapy in evalu-
ating student work, planning group and individualized learning
experiences, and managing behavior. Reality therapy is a skill the
entire faculty can learn. It is a flowing and adaptable communica-
tion process that allows the lead-manager principal and teacher to

create a supportive environment in which individuals are freed to
do quality learning.
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CONTROL THEORY

Control theory is based on the assumption that all behavior repre-
sents the individual's constant attem=t to satisfy one or more of
five basic inborn needs. In other words, no behavior is caused by
any situation or person outside of the individual. Accepting this
idea requires a paradigm shift on the part of those who view life
according to stimulus-response theory. According to the stimulus-
response paradigm, we answer the telephone because it rings and
stop the car because the traffic light is red; students stop running
down the hall becausc we tell them to walk. From the stimulus-
response perspective, behavior is caused by someone or some-
thing {the stimulus) outside the individual; the action following is
a response to that stimulus.

According to the control theory paradigm, people or events
outside us never stimulate us to do anything. Rather, our behavior
always represents the choice to do what most satisfies our need at
the t'-ne. From this perspective, we follow the rules of a game to
achieve a meaningful outcome. We answer the phone because we
choose to do so in order to communicate, not because we react to
the ring. We stop at a red light because we choose to avoid risking
a traffic ticket or an accident, not because the light turned red.
Likewise, if the students stop running down the hall it is because
they choose to walk in the belief that walking is more need fulfill-
ing at the moment. When we repeat a choice that is consistently
satisfying, we exercise less and less deliberation in making that
choice. Even a quick action is chosen and not automatic.

Basic Need§

All individuals are driven by genetically transmitted needs that
serve as instructions for attempting to live their lives. The needs
are equally important, and all must be reasonably satisfied if indi-
viduals are to fulfill their biological destiny. These basic needs are
(a} the need to survive, (b} the need to belong, (c} the need to gain
power, (d) the need to be free, and (e) the need to have fun. The
individual has no choice but to feel pain when a need is frustrated
and pleasure when it is satisfied. When any need goes unsatisfied,
there is a continual urge to behave. This urge is as much a part of
human genetic instructions as is eye color. Instructions related to
survival —such as hunger, thirst, and sexual desire—are relatively
distinct. Individuals quickly learn that the particular discomfort is
attached to this need, and it is plain what they must do to satisfy
the survival instructions. The nonsurvival, or psychological,
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needs are challenging because it is often less clear what an indi-
vidual must do to satisfy them. Psychological needs, like bio-
logical needs, have their source in the genes, even tho_gb they
are much less tangible and the behaviors that fulfill them are
more complex than the physical behaviors used to fulfill the sur-

beings, and the fact that we follow some of our genetic instruc-
tions psychologically rather than physically makes neither the
instructions less urgent nor the source less biological.

The ways in which we fulfill psychological needs can be sum-
marized as follows:

1. We fulfill the need to belong by loving, sharing, and
cooperating with others.

2. We fulfill the need for power by achieving, accomplishing,
and being recognized and respected.

3. We fulfill the need for freedom by making choices
in our lives.

o~

. We fulfill the need for fun by laughing and playing.

Even though individuals may not be fully aware of their basic
needs, they learn that there are some general circumstances that
strongly relate to the way they feel. For example, people behave
lovingly with their parents because it feels good; they realize “hat
when people pay attention to their words or actions they feel
powerful; by making choices they fee! the importance of freedom;
and through laughter they learn about fun.

Even though human needs are essentially the same for every-
one, the behaviors through which individuals choose to satisfy
those needs may be quite different. Beginning at birth, individ-
uals have unique experiences that feel either pleasurable or pain-
ful. Through these experiences, individuals learn how to satisfy
their needs. Because individuals have different experiences, the
things they learn to do to satisfy their needs will be different as
well. Each individual has memories of need-fulfilling behaviors
specific to his or her unique life experiences. These pleasurable
memories constitute the individual's quality world and become the
most important part of the person's life. For most people, this
quality world is composed of pictures {or, more accurately, per-
ceplions) representing what they have ost enjoyed in life. These
perceptions become the standard for vchavioral choices. Unlike
the basic survival needs, which are lhe same for everyone, Lhe
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perceptions in each person’s quality world are very specific and
completely individual. Individuals choose to behave in different
ways to fulfill their needs because their quality worlds are differ-
ent. To be in effective control of one's life means integrating this
knowledge into the way one deals with others.

Total Behavior

To satisfy the basic needs, a person must behave. This means act-
ing, thinking, feeling, and involving the body, all of which are
componerts of the total behavior generated in the effort to get
what is wanted. Whenever there is a discrepancy between what
one wants and what one has, the internal behavioral system is
activated. This is because all humans function as control systems:
Their motivation is always to control, not only for present needs
but, after those are satisfied, for future needs. People innately
reject being controlled by others because they are capable of ful-
filling only their own needs—indeed, that is the purpose of the
control system. Loss of control to another is dysfunctional and
runs counter to the fulfillment of needs.

To satisfy needs, people must be able to sense what is going
on both around them and within them, and then be able to act on
that information. When we sense a discrepancy between what we
have and what we want, we behave by acting upon the world and
upon ourselves as a part of the world. If we examine this behav-
ior, it may seem to be composed of four different behaviors, but
these are actually four components of what is always a total be-
havior. These four components, which always occur synchro-
nously, are as follows:

1. Doing (e.g., walking, talking)
2. Thinking (e.g., reasoning, fantasizing)
3. Feeling (e.g., angering, depressing)

4. Physiology (e.g., sweating, headaching])

The feeling component of behavior is typically the most obvi-
ous. However, the more a person can recognize that feelings are
just one component of total behavior, the more the person will be
in control of his or her life. Glasser {1984) explains that, as indi-
viduals learn control theory, they stop using nouns (like depres-
sion) that describe only the feeling component of total behavior
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and begin to use verbs that more accurately describe total behav-
ior. Thus, verbs like depressing, anxietying, nnd headaching replace
nouns like depression, anxiety, and headache.

The value in learning about total behavior is that it enables
people to control their behavior to satisfy their needs more effec-
tively. Glasser {1984) illustrates total behavior by relating how he
might deal with a frustrating situation—failure to pass an impor-
tant examination:

When I went into the test, the dominant picture in my
head was of passing, but now all my senses are busy
informing me of the bad news that I flunked. Because I
still want to pass, I will begin to generate some mostly
sensible (at least to me) behaviors that I believe will help
me to regain control of this unsatisfactory situation.

In this case, what makes immediate sense to me to
do is to go home, sit in my chair, drink a few beers, and
avoid my classmates, most of whom I believe passed the
examination. What I may think is sensible is to condemn
myself for not studying hard enough, wish that I had
passed, wonder what to do now, and hope it was all a
mistake —a whole series of thoughts that are my imme-
diate best attempts to both deal with and rationalize what
happened. I will also generate a variety of feelings that
also make good sense to me right now. Probably I'll be
depressed, irritated, somewhat resentful, despondent,
anxious, tense, and fearful—a whole series of emotions
that seem to me appropriate to this failure. I also may be
“suffering” from a headache or diarrhea, which added to
what I am doing, thinking, and feeling, comprises my
total behavior in this situation. (pp. 47-48)

In most situations, people are more tuned in to their feelings
than their actions, thoughts, or physiology. It is unlikely that an in-
dividual would mention all the components described in this pas-
sage if asked how he or she was doing after failing an examination;
most likely the person would talk about the feeling component—
being upset or depressed about the situation. When people are
asked to talk about a complex situation, they tend to describe the
most obvious or recognizable factor. Glasser {1984 says that most
people are much more aware of one component of behavior than
of others and, hence, tend to view it as a discrete behavior, not as
part of a total behavior. By recognizing that the feeling component
is just one of four that make up total behavior, people can be
more in control of their lives.
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When people begin to think in terms of total behaviors, they
can see that they choose these behaviors and have the option to
change them. The way to change a total behavior is to change the
behavior's doing and thinking components. We have almost total
control over the doing component of behavior and some control
over the thinking component; we have less control over the feeling
component and very little control over physiological phenomena.
Behavior in its totality ultimately gives us control over all compo-
nents. When we change what we are doing, we will notice that
our thoughts, feelings, and physiological responses change as well.

Returning to Glasser's (1984} narrative, we see that he deals
with the disappointment of the failed exam by changing the doing
and thinking components of behavior and, thus, the total behavior:

I do not have to sit huddled in my chair depressing;
I can, regardless of how I feel, call a friend and arrange
a game of tennis. When we begin to play, I may still
complain of how bad I feel, say I'm sorry I got him out
on such a "bad"” day, and, between games, tell him over
and over how bad I feel and that, educationally, I'm
doomed. I may not play my best, but I still can play.

As I play, however, invariably I will notice that I
begin to think different thoughts, feel different feelings,
and experience a different physiology. My headaching
or stomachaching clears up, my depressing seems to go
away, and I start to think more about winning the match
than failing the test.

All of us have had experiences like this, and from
them there is a very important lesson to be learned:
Because we always have control over the doing component
of our behavior, if we markedly change that component, we
cannot avoid changing the thinking, feeling, and physiological
components as well. The more we get involved in an active
doing behavior that is markedly different from what we
were doing when choosing a misery, like depressing or
headaching, the more we will also change what we
think, feel, and experience from our bodies. And if what
we do gives us greater control, it will be accompanied by
better feelings, more pleasant thoughts, and greater
physical comfort. (p. 51)

The message is that, because people always have control over
the doing component of behavior, if they change that component,
they cannot avoid changing the thinking, feeling, and physiologi-
cal components as well. A choice of action that results in greater
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control will be accompanied by better feelings, more pleasant
thoughts, and greater physical comfort. To get their needs met
effectively, people must realize that they always have control over
the doing component and can choose to do something more effec-
tive than being miserable.

REALITY THERAPY

Rezlity therapy helps people learn to be in effective control of
their lives. It is a noncoercive method of communicating that en-
hances people’s ability to make effective, need-fulfilling choices.
Reality therapy is an ongoing process with two major compo-
nents: (a) the counseling environment and (b} specific procedures
that lead to changes in behavior. The art of reality therapy is to
join these components in ways that lead people to evaluate their
lives and decide to move in better directinns.

The Counseling Environment

Reality therapy requires a supportive environment within which
individuals can begin to make changes in their lives. Following
are guidelines for creating this environment.

1. Be friendly and listen to the person.

2. Do not allow the person to focus on past events unless
those events relate easily to the present situation.

3. Avoid discussing feelings or physiological responses as though
they were separate from total behavior; always relate feelings
and physiology to concurrent actions and thoughts over which
the person has more direct control.

4. Accept no excuses for irresponsible behavior, particularly
when a person fails to do what he or she has expressed an
intention to do.

5. Avoid punishing, criticizing, or attempting to protect the
person from the reasonable consequences of behavior.

Crucial to the counseling environment is involvement charac-
terized by mutual trust and caring. In the absence of involvement,
people will not be willing to risk making changes in their lives.
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Procedures Leading to Change

To encourage change through reality therapy, the counselor has
specific procedures to follow—not necessarily in the order pre-
sented here, but rather entwined in a holistic manner appropriate
to the person and the circumstance.

1.

Focus on the person's total behavior—the way he or she is
acting, thinking, and feeling now. Help the person learn the
difficult lesson that all total behavior is chosen, however
painful and self-destructive it may be.

. Ask the person what he or she wants now—look at the

present pictures of the quality world. Then expand the
question to the direction he or she would like to take in life.
If the answer is "I don't know,” continue to focus on what the
person is doing now (total behavior) to reinforce the under-
standing that the present direction is the result of choice.

. Ask the person to make the following evaluation: "Does your

present behavior have a reasonable chance of getting you
what you want now, and will it take you in the direction you
want to go?”

. If the answer is no (meaning that the desired direction is

reasonable but the present behavior will not take the person
there), help the person plan new behavior.

. If the answer is no but the person seems unable to get what

he or she wants no matter how much effort is made, suggest
changing directions. In this case, the focus is more on chang-
ing what the person wants than on the behavior itself.

. If the answer is yes (meaning that the person sees nothing
wrong with the present behavior or desired direction), focus
on the present behavior and keep repeating the evaluative
question in a variety of ways.

. Agree upon a plan that has a good chance to succeed and

ask the person for a commitment to follow through with it.
A written plan and commitment are generally most
effective.

. Do not give up on the person's ability to achieve a more

responsible life, even if the person makes little effort to follow
through on the plan. Giving up tends to confirm the belief
that no one cares enough to help.
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In following the procedures for change, it is important to keep
in mind that people choose their total behaviors even though one
or more of the individual components may not be chosen. Also,
remember as well that, however ineffective or self-destructive a
behavior may appear, it is always the best that the person believes
he or she can do. In that sense, the behavior is "effective” for the
individual. A person will not make a change in behavior until the
following two prerequisites are met: (a) using his or her own eval-
uation, an individual must decide that present behavior will
either not attain what is desired or take the person in the desired
direction and (b} an individual must believe that he or she has
available another behavior that will permit his or her needs to be
satisfied reasonably well.

Reality therapy teaches that people can live their lives most
successfully when they acknowledge and accept responsibility for
their chosen behaviors. The practitioner of reality therapy should
never doubt that people are able to choose more responsible and
effective behaviors. It is up to the practitioner to help the individ-
ual avoid excuses and accept this responsibility and to provide
opportunities for the individual to learn and test new and more
effective behavioral choices.

CONCLUSION

Deming's management theory works because application of the
14 points creates a need-fulfilling work environment. In that envi-
ronment the worker's natural inclination to learn and be innova-
tive is nurtured and preserved. Lead management understands
that true motivation is intrirsic and results in joy and pride in
work. When workers are motivated, quality becomes their goal.
Table 3.1 contrasts total behaviors of workers under Deming's
style of management and under traditional boss management.

This comparison shows in psychological terms why workers
managed the Deming way are more capable of achieving and
improving quality than workers under boss management. Is a
worker who is complaining, avoiding, fearing, headaching, or
daydreaming going to do quality work?

When the work environment is need fulfilling, the choices
available to meet workers' basic needs create opportunities to
develop a number of effective, need-fulfilling behaviors that are
part of their quality worlds. Traditional boss management, by
contrast, offers workers few opportunities to build a repertoire of
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Table 3.1 Total Behaviors of Workers Under
Different Management Styles

Workers' behavior

Under Deming Under boss
management management
Doing Cooperating Withdrawing
Accomplishing’ Complaining
Contributing Avoiding
Delivering Punishing
Thinking Wondering Daydreaming
Evaluating Tudging
Feeling Priding Fearing
Trusting Depressing
Physiology Energizing Tiring

Normal heartbeating Headaching

need-fulfiiiing bekaviors (see Table 3.2). In fact, traditional manage-
ment perpetuates workers' use of ineffective, unfulfilling behaviors.
For workers who are boss managed, work is rarely a part of the
quality world.

Whether the worker is the employee in the factory, the student
in the classroom:, or the teacher in the school, the psychological
effects of boss management are the same: It deprives the individ-
ual of innate motivation, self-esteem, and dignity while cultivating
fear and defensiveness. The result is loss of motivation to do quali-
ty work.

Parts 2 and 3 of this book will explain how the lead manager in
the school and in the classrcom applies the knowledge of control
theory and the skills of reality therapy in developing the school for
quality learning.

(oP]
o




54 CHAPTER 3

Table 3.2 Choices for Workers Under Different
Management Styles

Workers' choices

Basic needs Workers' choices
under lead

management

Workers' choices
under boss
management

Belonging To share and To work alone and

cooperate with others  compete with others

To contribute To work for welfare
to welfare of of self
organization

To see goodness in
self and others

To isolate self and
mistrust others

To make action plans
to achieve

To anger, criticize,
and punish to
control others

To take risks and
learn new skills

To play it safe

Freedom

To think win-win

To be more into
process than
outcome

To brainstorm
alternatives
to problems

To take
action

To create
opportunities

To view work as
pleasurable

To initiate fun
activities

To think win-lose

To be more into
outcome than
process

To blame others
for problems

To make
excuses

To complain about
limits

To view work as
boring

To find no time or
energy for fun

6/
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Managing the
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Quality Learning




CHAPTER 4

Overview: The
School for Quality
L earning

Constancy of purpose (Deming's, 1986, Point 1} is present when
the school staff reaches a common understanding of the purpose
of school and learning. In developing a school for quality learn-
ing, creating constancy of purpose means embracing a new phi-
losophy (Deming's Point 2}, the philosophy of quality. The follow-
ing reflections on the attributes of a school for quality learning
offer a paradigm for transformation.

First and foremost, a school for quality learning is a good
place—a gratifying place for both adults and children. The school
is no more and no less than the human interactions among its in-
habitant.. The school environment must be designed with great
care so those interactions will be as good as possible. An atmos-
phe e of sharing and caring must be established. All individuals
must know that they have a place in the school, that others care,
that they themselves must care—and that the environment is in-
complete when they are not present.

The adults in the school must be environmentalists. They
must design, maintain, and constantly strive to improve an envi-
ronment that is flexible enough to accommodate everyone. That
environment must provide opportunities for the development of
individual responsibility and self-directed behavior. It must pro-
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vide opportunities for everyone to experience success and avoid
failure. The environment must foster positive self-concepts for all
involved. The adults must ultimately be judged according to
whether they consistently model constructive and inspiring hu-
man interactions within the school environment. Modeling re-
quires one not only to behave but also to behave visibly, and one
can consistently model only that which one believes.

The school in its totality—the environment and the interac-
tions within it—must bear out the notion that each learner is capa-
ble of quality learning and, further, that each has unique talents.
The school must provide opportunities for those talents to emerge
and grow. All members of the school community must be encour-
aged to believe that they can, should, and will learn—and more-
over that they can learn frcm their own thoughts and behavior as
well as from the thoughts and behavior of others. It must be clear
that everyone in the environment is a learner and a facilitator of
learning. _

Teachers and other learning facilitators must ensure that the
environment affords a variety of activities that will foster critical
thinking. Learners must be challenged to use convergent, diver-
gent, and evaluative thinking processes. There must be a bal-
anced offering of opportunities, and the learners must have the
chance to make balanced choices from among the offerings and
even to generate their own learning experiences. Learning activi-
ties must provide sufficient practice in the basic skills of data col-
lection, data processing, and application of knowledge. The activ-
ities must be varied to support and develop varied learning styles;
they must be meaningful, purposeful, and relevant to the learn-
ers' lives.

The total environment and the various interactions within it
must be supportive of what each person has done and is doing.
Furthermore, the environment and the interactions must chal-
lenge each one to do better and different things. The environment
must support and encourage, even demand, individual creativity,
curiosity, and inquiry; at the same time, it must demand and pro-
mote cooperation.

The school must constantly strive to provide the ultimate in
humane, individualized learning and living experiences. It must
not only tolerate but encourage and celebrate differences. It must
provide choices based on alternatives. The school staff, especially
its professional members, must constantly monitor the school's
performance and be alert for new ways to perform. The school
must be open to new ideas and involvements. It must always look
for additional resources to enhance existing learning activities,
and it must allow learners to develop personal learning activities.
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Just as no two people in the school will be the same, no single
approach to education will enable the school to fulfill its mission.
Above all, whatever the school's characteristics, it must be judged
on whether or not it is a good place—a place where people feel
good and capable, where learning is possible and where the
humanity of each individual is accepted, respected, and guarded.

How does a school carry out these charges and achieve an
atmosphere conducive to quality learning? The key to the trans-
formation is management behavior. In considering management
in the school for quality learning, we will focus on the building
administrator (the principal) as the noncoercive lead manager of
the school and on the teacher as the noncoercive lead manager of
the classroom. Lead-manager behavior is a significant and neces-
sary departure from the boss-manager behavior that prevails
widely among principals and teachers.

One theme that emerges consistently from the literature on
school effectiveness is that schools judged effective have effective
principals and that the principal is a key determinant of a school’s
effectiveness. It is possible for a boss-manager principal to suc-
ceed in developing some of the essential characteristics of an
effective school. When such success occurs, policymakers and
educators will likely judge the school effective because it has
improved on its own previous record or appears better than other
schools. Nevertheless, a high percentage of the students in that
school—now judged effective—may not be engaged in quality
work. Glasser {1990) argues that even in the best schools, only
about half of the students are engaged in quality work some of
the time.

A school judged effective is not necessarily a school focr quality
learning. Quality work and quality learning are different; one can
produce a quality product (work) by repeating the same activity
many times, whereas quality learning means being engaged in
growth activities and aspiring to do all things well —new and old
alike.

In the school for quality learning, the expectation is that each
student will participate fully in quality learning, not merely that
the student body as a whole will perform at a higher level. Only a
lead-manager principal can lead a school toward quality learning
for each student. An cffective boss manager may improve a
school's effectiveness, but even the best boss manager will not
create a school for quality learning.

In Part 2, we will examine closely the role of the principal as
lead manager and the relationship between the principal and the
teacher as worker. This relationship is crucial for two reasons:
First, the principal provides a powerful model for the teacher as
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lead manager in the classroom; second, the organization that the
lead-manager principal establishes in the school recognizes the
teacher’s authority and gives the teacher the freedom to organize
the classroom for quality learning.

The relationship between principal and teacher is so impor-
tant to quality learning that no organizaticnal barriers must exist
between them. That is, there must be no chain of command or
line and staff organization—whether in the school or the school
system—in which other individuals are interposed between the
teacher and the principal in areas of important philosophical and
operational decisions required to organize the classroom for quali-
ty learning. If middle positions do exist for the purported manage-
ment of curriculum, instruction, student discipline, budgeting,
evaluation, or staff development, those positions should be rede-
fined to facilitate direct involvement between principal and
teacher in all these critical areas. This requirement is consistent
with Deming's Point 9 {break down barriers between staff areas).
The middle managers in question may be within the school and
under the supervision of the principal, or they may occupy dis-
trict level positions and have the authorily to direct the principal's
actions and/or dictate policy or practice directly to the teacher.
District level positions may be redefined as support positions to
provide assistance to the principal and the teachers regarding
identifiec: problems or concerns. If the middle management posi-
tions are within the school, the school is probably too large to pro-
duce quality learning. In that case, the school may be reorganized
into smaller units {schools within a school), each headed by an
autonomous lead manager. Another alternative is to eliminate the
middle management positions in favor of additional teacher posi-
tions. System change and reorganization are discussed furtiier in
chapter 11.

Whatever form the reorganization takes, middle management
positions in the school or district must be removed as possible bar-
riers, either real or perceived, to the formulation of the relation-
ship between the lead-manager principal and the teacher. One of
Deming's obstacles to quality is blaming the work force for prob-
lems. He asserts that workers are responsible for only 15% of the
problems. The other 85% — system problems — are the responsibil-
ity of management. In the view of the school as a system, the prin-
cipal is management and the teachers are workers. To address
problems and design strategies for developing quality, the principal
and the teachers need an unbroken chain of communication.

The principal’s primary mission is to facilitate the teachers’
efforts to organize the classroom for quality learning. In the sim-
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plest terms, the lead-manager principal’s behavior makes clear
that the principal has the ultimate responsibility for quality learn-
ing but has no authority to dictate procedures or processes to the
teachers. The lead-manager principal opens communication with
the teachers and strives to develop a relationship of mutual trust
with each one. The principal believes that each teacher is deeply
committed to providing the best possible learning opportunity for
each student and is doing the best that he or she knows how to do
at any moment. A crucial responsibility of the principal is to com-
municate high expectations to each staff member. The lead-man-
ager principal’s expectation is that each teacher will grow in the
ability to facilitate quality learning in the classroom. Teachers
who are actively engaged in such growth are performing satisfac-
torily and deserve full support.

Another important responsibility of the principal is to exercise
leadership in the development of a positive and healthy school cli-
mate. School climate is a rather fluid concept. That climate is an
aggregate of certain properties of the school environment that
(a) distinguish the school from other schools, (b} are relatively en-
during over time, (c} are experienced by everyone involved with the
schoul, and (d) influence school participants’ attitudes toward out-
comes and strategies for achieving those outcomes.

A healthy school climate is characterized by a problem-
solving approach that rests on the participants’ sense of common
purpose, personal satisfaction, and mutual trust. In the literature
on effective schools, a healthy school climate is consistently cited
as a factor that distinguishes effective schools from others. The lit-
erature strongly suggests that the principal is most influential in
the establishment of the climate.

It is through behavior that the principal exerts the most influ-
ence on school climate. Because the lead-manager principal ex-
pects all staff members to interact with one another and with the
learners in a positive, caring manner, the principal must be seen
consistently interacting with others in that way. Because the lead-
manager principal expects staff members to manage learners
without coercion, the principal must set a consistent example,
especially in those recurrent situations where the principal is
called on to help with a discipline problem. Because the lead-
manager principal expects staff members to be accessible to par-
ents and students, he or she must also be seen as consistently
accessible. Because the lead-manager principal expects staff
members to provide mutual support, the principal must be seen
consistently offering support and encouragement. The lead-man-
ager principal will also seek involvement with students who are
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doing quality learning, rather than limiting interactions to the tra-
ditional involvement with students who are behaving unaccept-
ably. This positive involvement is spontaneous and immediate,
rather than being reszrved for an awards function remote from
daily activities of the school.

The lead-manager principal clearly understands that, although
appropriate organizational measures are important to the develop-
ment of a healthy school climate, that climate depends mostly on
the behavior of the participants—especially the behavior of the
adults and of the principal in particular. Kelley (1980) states that
the principal's leadership in determining school climate consists
of skills in responding to concerns, expectations, and existing con-
ditions, as well as skills in establishing new expectations and condi-
tions. The lead-manager principal demonstrates these skills.

In the remaining chapters of Part 2, we will examine some of
the principal's traditional major areas of responsibility and see
how a lead-manager principal fulfills those responsibilities in
developing a school for quality learning. These areas of responsi-
bility actually constitute action plans for helping teachers develop
the classroom for quality learning and for fostering a healthy
school climate. Although considered independently, these respon-
sibilities are in reality interdependent.

Consensus decision making yields a school mission and cer-
tain agreed-upon guiding principles and strategies for accomplish-
ing that mission. The organization that expands the individual
teacher's responsibility to make decisions affecting the classroom
increases the likelihood of satisfaction as well. A major goal of the
evaluation plan is the creation of an atmosphere of mutual trust
between the principal and each staff member. Decision-making
forums and the evaluation system enable the lead-manager princi-
pal to communicate high expectations for each staff member (the
principal included) in a pusiuive manner.

Responsibility education is crucial to school climate, and fam-
ily involvement is crucial to the school’s mission. The classroom
teacher relies heavily on available support services in striving to
provide quality learning experiences for all students.

Finally, the school is a part of the total system and must take
that reality into account. The lead-manager principal is central in
all of these dimensions. Until the system transformations suggest-
ed in Part 2 are undertaken, transformations that directly affect
the learner (suggested in Part 3} will not be realized.




CHAPTER 5

Decision Making

Developing a school for quality learning entails a significant sys-
tem change. Educational change has been well researched. The
most important notion to emerge from that research is that unless
the people ultimately responsible for implementing the change are
heavily invested in it, the change will not be permanent. The liter-
ature is replete with examples of educational change efforts that
were well intentioned and well designed but that did not survive
the test of time because they were imposed from the top down.
An organization has inherent mechanisms that maintain the
status quo. The traditional organizational structure reflecting the
industrial worldview is a forinidable foe of the kinds of changes
needed in a school for quality learning. (The traditional structure
will be addressed in detail in chapter 11.) The school system, and
each school within it, represents a traditional structure. The only
way to alter the organization successfully is to bring about change
at the lowest level of the hierarchy and to create channels of com-
munication to let information from this level flow upward
through the organizational structure. In the school for quality
learning, the lead-manager classroom teacher plays the most criti-
cal role in sustaining the school's transformation. Therefore, the
teacher must be invested in every stage of the trarsformation.
The principal's success in organizing a structure for making
decisions about the school’s mission and the strategies for accom-
plishing that mission are of critical importance. The purpose of a
decision-making structure is to ensure that every staff member is
invested in the change and committed to the common goal—in
this case, quality learning. The guiding axiom is that only those
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staff members affected by a decision should be involved in mak-
ing that decision and, conversely, that all those affected by a deci-
sion must be involved in the decision.

This axiom is a radical departure from the decision-making
practices in nearly all schools. However, it is consistent with the
notion that the lead-manager principal (in contrast to the boss-
manager principal} has total responsibility but must not exercise
total authority. This axiom, to be fully applied, requires decision
making by consensus. Because consensus decision making is dif-
ficult and time-consuming, decisions that affect everyone and
therefore require global participation should be chosen carefully.
Few decisions in a school fall in this category. The most important
of these global decisions concern the school’s mission and philos-
ophy. To create constancy of purpose {Deming's, 1986, Point 1)
and adopt a new philosophy (Point 2}, all staff must be involved in
these decisions and reach a consensus. Most c¢f the other deci-
sions requiring full staff participation and total consensus concern
schoolwide strategies to implement the mission. If quality learn-
ing is to flourish, many decisions traditionally made by manage-
ment must be entrusted to individual teachers.

Although the idea of entrusting more decision-making power
to teachers may seem radical and contrary to quality control, it is
consistent with control theory and the Deming management
method. Teachers are decision makers; to deny this premise is to
deny their professionalism. Denial of professionalism, particularly
formal and informal organizational efforts to limit or control the
teacher’s decision making, suppresses initiative and motivation.

Herzberg, Mausner, and Snyderman {1959} spoke eloquently
to this point in their pioneering work on sources of satisfaction
and dissatisfaction in the workplace. According to Herzberg et al.,
once the sources of workplace dissatisfaction—such as concerns
about working conditions, fair wages, reasonable supervision, job
security, and peer relations—are addressed, the worker will likely
be cummitted to remaining in the workplace. Free of dissatisfac-
tion, the worker can concentrate on higher level concerns that,
when resolved, will yield satisfaction. In the Deming model, the
teacher as worker seeks responsibility, autonomy, recognition,
and the freedom to cultivate a personal teaching style; these are
the higher level concerns that lead to teacher satisfaction. The
vehicle for addressing these concerns is the authority to make
instructional decisions. This authority is critical to the school for
quality learning. In educational practice, the denial of this deci-
sion-making authority comes primarily though standardized cur-
ricula. The commonly stated purpose of a curriculum, whether
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locally developed or driven by adopted textbooks, is to ensure
quality control by exposing all learners to common information
and skills. The actual outcome, however, is the stifling of teacher
creativity. initiative, and motivation, leading directly to a lack of
quality teaching and, therefore, a lack of quality learning. {In Part 3,
we will examine curriculum organization and the curricular
changes needed in the school for quality iearning )

To confirm the fact that teachers are decision makers, one
need only observe a classroom. The more individualized the class-
room, the more encompassing and detailed the teacher’s decision
making. The ability to think well on one's feet distinguishes the
master teacher from the average one. The lead-manager teacher is
a learning facilitator, a role that requires considerable decision
making for and with each learner. To best serve the learner, the
teacher needs the freedom to decide. This is not a radical idea in
actual practice: Teachers do make decisions based on their judg-
ment of the situation or the learner. The recognition and sanction-
ing of teacher decision making will free teachers to exercise the
power that they already have but to do so without being subver-
sive. It will also free teachers to discuss decisions and results with
others in the school. Open discussion of such matters is funda-
mental to professional exchange and mutual growth. Deming's
Point 8 (drive out fear) addresses this issue directly. Teachers
refrain from open coinmunication with administrators and even
with colleagues because they fear that others will discover what
they are actually doing in their classrooms. This fear prevents
teachers from sharing successes that could enhance the quality of
teaching throughout a schcol and also keeps them from obtaining
the assistance they need to grow and improve.

In a school for quality learning, the individual teacher has
broad discretion in decisions related to curriculum. At the very
least, the teacher should be free to choose the materials and
strategies for teaching the curriculum. Further, to the extent pos-
sible, the teacher should choose what to teach. These decisions
are basic to the design of quality learning experiences. They can
only be made by someone who knows the learners and considers
their individual needs and wants. In the school for quality learn-
ing, both broad curriculum reform and the transfer of curriculum-
related decisions to the classroom teacher are essential.

Each teacher should be responsible for a classroom budget,
deciding what resources are needed for his or her classroom and
what the budget will allow. Money is power. By delegating bud-
getary decisions to the teacher, the principal is sending a strong
message of trust. The money legitimizes other responsibilities
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vested in the teacher. If the teacher is free :0 choose teaching
strategies and materials, some vehicle must exist for exercising
that freedom; a classroom or program budget serves this purpose.

In the decision-making process, small groups with common
interests and concerns may naturally develop. A small group
might include people with similar jobs—such as the primary
teachers, the kindergarten teachers, the mathematics teachers,
and so on—or it might be an interdisciplinary teaching team
whose members are linked by an integrated curriculum and a
common group of learners. In any event, the small groups are
formed because their members determine that cooperation facili-
tates the development and improvement of their programs. They
may see an advantage in combining budgets for greater purchas-
ing power or in pooling materials for certain learning activities.
They may be facing a decision that affects all members of the
small group but not the school at large. These smaller groups,
which form naturally from the demands on their members and
from a desire to collaborate, can develop when there are no barri-
ers between staff areas {Deming's Point 9—break down barriers
between staff areas).

Once formed and functioning, these small groups can be a
strong force in the development of the school for quality learning
because they provide an atmosphere for mutual sharing and
learning, they advance the integration of curriculum, and they
foster the collaborative consultation model for supportive service
delivery. Deming would call these groups QC circles (quality con-
trol) because they combine resources to contribute to designs for
the future and to improve the quality of products and services.
These groups can use the PDCA cycle (also called the Shewhart
cycle; see Figure 2.1} to facilitate decision making. Deming uses
this cycle in process analysis and improvement.

The leac-manager principal establishes decision-making struc-
tures with the aims of (a} transferring maximum decision-making
power to the individuai classroom teacher and (b} involving every
staff membe:r in determining the school's mission and the strate-
gies for accomplishing it. Fundamental to the development of a
school for quality learning are the design of a decision-making
model and the determination of what represen.s a consensus.
Both will vary from school to school. Decisions about these mat-
ters are perhaps the first important decisions. The lead-manager
principal involves all staff members in the deliberations, using a
consensus-building process that ensures commitment to the de-
sign.
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Before the group embarks on the decision-making process, it
is sometimes helpful to examine various cooperative decision-
making strategies because some staff members may have no
experience with group decision making. Table 5.1 presents some
common strategies; the group decision-making activity, an exer-
cise in various aspects of group decision making, may provide

useful preparation.

Table 5.1

Common Decision-Making Strategies

Decision by

Majority

Averaging of
individual
opinions

Authority after
group input

Compromise

Consensus

Process

More than half of
the group makes
the decision.

The most extreme
solutions are
eliminated and the
middle-of-the-road
option is chosen.

The group leader
rakes the decision
after members have
discussed the
problem.

Each member
sacrifices in order
to find a solution.

All group members
agree on a solution
to a problem.

Outcome

The decision fails to
meet the concerns
of the minority.

The decision fails

to meet the interests
of all and sometimes
fails to resolve the
real problem; it may
provide a choice
without real support.

The process, typical
in hierarchical
groups, fails to elicit
a strong comnit-
ment to a solution.

The decision fails

to meet the concerns
of most group
members.

All concerns are
considered and
solutions that com-
bine the interests of
all are created.
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GROUP DECISION-MAKING ACTIVITY

Goal

To compare the processes and outcomes of five common
decision-making strategies

Group Size

Five to seven participants (several groups can work
simultaneously in the same room)

Time Required

Approximately 11/2 hours

Materials Needed

Cryonics Decision Exercise Instruction Sheet
Cryonics Individual and Group Decision Score Sheet
Newsprint and markers

Process

1. Participants sit in a circle, and the facilitator randomly
designates a group leader.

. Each group member receives an instruction sheet and a score
sheet, as shown. The facilitator explains the instructions and
gives participants time to read them and ask questions.

. After the small groups complete the activity, the facilitator
brings them together to report their choices and to discuss
the outcomes. The following questions can be used to
stimulate discussion.

> Which process took the most time?

* Which process took the least time?
What are the disadvantages of each strategy?
What are the advantages of each strategy?

Which process would you most favor using to make
decisions about the operations of the school? Why?

Which process would you least favor using to make
decisions about the operations of the school? Why?
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- What did you learn about decision making
from this activity?

CRYONICS DECISION EXERCISE
INSTRUCTION SHEET

Situation

You are cryonics researchers at a large university hospital.
Your research team must make a very important decision
for a landmark study. Six individuals have volunteered to
be frozen for the 10-year experimental period. All volun-
teers have been approved by the hospital board and the
Food and Drug Administration as appropriate candidates
for this study. Approval has been given for only one candi-
date to be frozen. Which volunteer will be selected to be
frozen?

Volunteers

1. An 18-year-old genius with HIV, female, college
graduate, white

. A 25-year-old minister and peace activist, male,
married, no children, white

. A 42-year-old scientist close to discovering a cure
for cancer, female, single, Hispanic

. A 34-year-old teacher and author, male,
two children, black

. A 31-year-old environmentalist respected for having
an impact on public policy and a vision for the
solutions to global environmental problems, male,
married, two children, Asian

. A 50-year-old former Olympic gold medalist who still
runs 6 miles a day, female, married, four grown
children, three grandchildren, white

m
Ca
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Instructions

1. Each group member independently rank orders the
volunteers on the basis of personal opinion.

. The group leader calls for a majority vote, with each
member voting for one volunteer. The volunteer with
the most votes is the group’s choice. {Record the
choice on the score sheet.)

. The group leader averages ir Jividual opinions. Each
member reports his or her rank order, and the leader
totals the numbers for each volunteer. The two
volunteers with the highest and lowest scores are
eliminated. The group then ranks the four remaining
volunteers. These scores are totaled, and again the
volunteers with the highest and lowest scores are
eliminated. The process is repeated until only one
choice remains. The volunteer with the average
{mean) score is the group's choice.

. The group leader makes an authority decision after
group input. Members are asked their individual
opinions and the reasons behind them, then the leader
makes the decision for the group.

. The group leader asks all members to sacrifice in
order to achieve a solution. The volunteer is chosen
by compromise after everyone has made concessions.

. The group leader facilitates consensus decision
making by conducting the following activities:

a. Each time a group member makes a statement,
the statement is clarified and summarized by
another member (facilitates active listening}.

. The group establishes criteria for evaluating
possible solutions.

. The group lists on a large sheet of newsprint
pios and cons of each alternative.

. The group evaluates the alternatives according
to the established criteria.
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e. From time to time, the group leader polls the
members to see how close the group is to agree-
ment and identifies and clarifies areas of continu-
ing disagreement.

The group continues discussing the alternatives
and makes a decision that takes into account the
concerns and interests of all members.

CRYONICS INDIVIDUAL AND GROUP
DECISION SCORE SHEET

individual Opinion Rank Order

Group Decisions

Volunteers

Majority

Average of
individual
opinions

Authority
after group
input

Compromise

Consensus

18-year-old
genius with
HIV

25-year-old
minister and
prominent
peace activist

42-year-old
scientist
34-year-old
teacher and
author

31-year-old
environmen-
talist

50-year-old
former
Olympic
gold medalist
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Conclude the decision-making activity by considering what
decision-making strategies would be best for the school. Follow-
ing are important issues io raise:

1. How important is decision making to the school’s
day-to-day operation?

. How important is decision making to the school's
future success?

. If some group members are not satisfied with a decision,
will working with them to gain their support or to dis-
courage sabotage move us in the direction we want to go?

. Will seeking an alternative solution that all group members
support move us in the direction we want to go?

DEVELOPING A DECISION-MAKING MODEL

The goal of establishing a group decision-making model is cooper-

ativa. The model empowers the group to develop a set of shared

values and commitments that bond the members in a common

cause. The decision-making model emerges as the group finds

acceptable answers to such questions as the following.
Membership

» Who will the members of the decision-making
group be?

What will be the relative status {power) of different job
classifications within the decision-making group?

Who may vote?

Is there a proxy provision?

Input

» What are the procedures for providing input to the
decision-making group? From insiders? From outsiders?

Decision Making

» What constitutes consensus?

~

i
» How is a decision made?

+ What is the responsibility of dissenting members?

84
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» What does silence signify?
* What is the responsibility of a member who abstains?
* How can a decision be reversed?
- Areas for Decision Making
W * What decisions will the group consider?
Procedures
» How are decision-making meetings conducted?
The example group decision-making model was developed by
the staff of Leal School in Urbana, Hlinois. It is used in all regular

faculty meetings involving decisions falling in category A or B
under the heading "Areas for Decision Making."

EXAMPLE GROUP DECISION-MAKING MODEL

Membership

Membership includes all Leal School personnel
whose responsibilities require certification. To participate
in the decision process, the member mu.* be present at
the meetings.

Weight
All members shall be accorded the weight of one.

Input

Input to the group may be made by any employee or
parent of Leal School or by any invited guests. The deci-
sion-making group shall conduct discussion in a circle. An
item brought for discussion may be tabled (further action
to be determined) if, of those present, more than two

Note. From Leal School Staff Handbook, by R. J. Bodine, unpub-
lished manuscript, n.d., Leal School, Urbana, Illinois.

85
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members object to the item on the basis of inappropriate-
ness. An agenda will be published at least a day before
the meeting. Members will make every effort to have
included on the agenda those items they wish to bring
before the group. Nonmembers must clear agenda items
with the principal's office. Agenda items will usually
appear as proposals for discussion. Any member of the
group may call for a vote on a proposal.

Decision Making

A decision shall be made by the group when a vote is
called unless, of those present, more than two members
dissent. Silence or not voting is considered a dissention or
an abstention. Dissenting members are obligated to state
a reason for their dissention but are not required to offer
an alternate proposal. A member may abstain provided a
reason is stated for the abstention. A decision inay not be
recorded unless a simple majority of those present vote.
Voting will be done by show of hands, for and against.

Decision Reversal

A decision once made may be reversed if, at some
subsequent meeting of the decision-making group, the
majority of those present vote to cancel the decision.

Areas for Decision Making

The decision-making group will make decisions in
two major dimensions:

A. Decisions concerning the total operation of Leal
School Educational Program and all that directly
affects the operation of that total program.

B. Decisions concerning how other decisions may be
delegated and to whom decisions may be delegated.
{This specifically includes those items tabled.)

Conduct of the Meeting

The member who calls for the vote shall tally the vote
and obtain reasons for dissensions and abstinence. The

8o
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principal shall serve as the agenda manager unless an-
other member volunteers to so serve. Volunteers are en-
couraged. Attendance at meetings is optional.

A DECISION-MAKING PROCESS FOR ADOPTING
THE DEMING POINTS AND ELIMINATING
DISEASES AND OBSTACLES

Adopting Deming's 14 points and eliminating the seven deadly
diseases and the obstacles are essential measures in the creation
of a school for quality learning. A school must make a number of
significant decisions in proceeding with those measures. Strategic
planning will facilitate the decision making. All staff members
must embrace the quality management principles in both theory
and practice if the school is to become a school for quality learn-
ing. Before the strategic planning process is begun, the school
staff must have in place a decision-making model such as the Leal
School model. This model will be used throughout every stage of
strategic planning.

Building a foundation of understanding about quality man-
agement is prerequisite to effective planning. By reading this
book and discussing it chapter by chapter, staff members can be-
gin to lay that foundation. (See Appendixes A and B for discussion
guides.) It is essential that the principal demonstrate lead manage-
ment consistently during this crucial initial stage. Staff involve-
ment must be sought without coercion. Participation cannot be
mandated; rather, it must come from a desire to grow and ad-
vance toward the consensus goals of the decision-making group.

Strategic Planning

Every faculty merrber is encouraged to participate in a strategic
planning process as described in the following pages. Full partici-
pation will ensure understanding, commitment, and involvement
in the creation of a school {or quality learning.

Beliefs

The planning process begins with a listing of beliefs—a for-
mal expression of the schoul’s philosophy. These beliefs embody
the tundamental values that influenco faculty members to com-
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mit to a specific mission. These beliefs, simple and easily under-
stood, establish moral and ethical priorities that guide all policies
and activities of the school. In the school for quality learning, the
beliefs reflect the quality management principles and an under-
standing of their psychological framework. The following are
sample belief statements:

. All learners are capable of quality learning.

. A fundamental responsibility of the educational
process is to create lifelong learners.

. All individuals learn in different ways, and each way
must be understood, respected, and valued.

. Motivation comes only from within each individual.

To develop the listing of beliefs, faculty members begin by
brainstorming in small groups to produce six to eight belief state-
iments that everyone in the group can support. There are two
phases to the brainstorming process: The first involves generating
the list of beliefs; the second involves selecting from the list. It is

important to separate the two parts of the process. Each phase has
simple but explicit rules:

Phase 1: Generate belief statements

1. Designate one person to record ideas.
. Expect controversial or far-fetched ideas.
. Say any idea that comes to mind.
. Record every idea.

. Do not evaluate ideas.

Phase 2: Select beliefs

1. Evaluate the statements:
e Combine those that are similar.
o Circle those that everyone agrees are significant.
» Eliminate those that do not represent strong convictions.

2. ITmprove upen the resulting belief statements.
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. By consensus, choose six to eight belief statements
to bring to the large group.

. Record the selected belief statements on newsprint
and post them.

Each group then presents its listing of beliefs to the large
group, which applies the selection phase of brainstorming and the

staff decision-making model to select the belief statements for the
school.

Mission Statement

The mission statement is a one-sentence expression of the
school's purpose and function, a bold declaration of what the
school will be. The mission statement reflects the vision of the
school, emphasizing its uniqueness and primary focus. It is the
foundation for the school's entire plan. In practice, the mission
statement serves to focus everyone's energies on a common
purpose; this is the constancy of purpose called for in Deming's
Point 1. The mission statement in a school for quality learning
might be as follows:

Our mission in the school for quality learning is to
provide a people-focused, supportive, and challenging
environment within which every learner (meaning both
staff and students} vigorously pursues quality in both
behavior and learning, becoming a lifelong self-evaluat-
ing, productive, caring, and responsible member of the
diverse and constantly changing world.

The mission statement is developed through the process out-
lined for the belief statements, with faculty first working in small
groups and then coming together for a final decision.

Strategic Policies

Policies in the school for quality learning are not traditional
school board policies nor routine administrative rules and proce-
dures. They are not laws or regulations handed down from the
state. In short, they are not restrictions imposed either externally
or internally on the school. Rather. policies in the school for qual-
ity learning are the parameters within which the school will oper-
ate in fulfilling its mission, the imperatives that keep the organiza-
tion true to itself. Following are examples of policies of a school
for quality learning:
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. Only programs and decisions that comply with Deming's
14 points will be instituted.

2. No individual will be denied access to the pursuit of
quality behavior and learning.

3. Every individual in the school will use a self-evaluation
process.

The strategic policy statements are developed through the pro-
cess used to develop the belief statements, initially by small groups
that then come together. Any policy developed should be compre-
hensible and manageable, definitive in its terms, and practical.

Plan of Action

The developmer* of a plan of action is a dynamic and ongoing
process in the school for quality learning. The plan is conceived
and written from an operational point of view and is constantly
improved. It ensures that Deming’s 14 points are applied and the
seven deadly diseases and the obstacles are eliminated. The
development of a plan includes four phases.

Phase 1: Identify needs and wants

1. Identify needs and wants.

2. Explore the reasons each need or want should have
priority in the development of the school.

3. Order the needs and wants according to their impact
on the development of the school.

Phase 2: Identify strategies

1. Identify possible strategies to address the needs and wants.

2. Evaluate the potential success of each strategy in addressing
priorities established in Phase 1.

3. Improve stralegics where possible.
Phase 3: Select strategics and implement activities

1. Prioritize and select strategies.

2. Develop an action plan for implementing the strategies
(specifying who, what, when, where, and how).

JJ
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3. Implement the plan.

Phase 4: Evaluate the plan

1. Is the plan taking the school in the direction
that we want it to go?

. What are we doing? Is it helping?

. Could the plan be strengthened?

. What is needed to strengthen the plan?

Like the belief statements, mission statement, and policies,
the plan of action is developed through the small-group/large-
group process.

Full realization of the school for quality learning will take a
number of years. The strategic plan provides the staff with a pro-
cess focused on the attainment of that goal. The belief statements,
the mission statements, and the strategic policies combine to pro-
vide the school philosophy. The remainder of this book outlines
various components of the plan of action.
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CHAPTER 6

Staff Development:
Evaluation and
Iraining

Traditionally, the school principal has been charged with the im-
provement of instruction. Most agree that staff evaluation is an
important aspect of this responsibility. For the lead-manager prin-
cipal, staff evaluation is even more important—arguably the sin-
gle most important responsibility. The responsibility for and the
effects of evaluation relate directly to seven of Deming's {1986)
management points and indirectly to the remaining seven. The
following points are directly related:

o Point 3: Cease dependence on mass inspection

Point 5: Improve constantly and forever the Lystem
of production and scrvice.

Point 6: Institule training,.

Point 8: Drive out {ear.

Point 11: Eliminate numerical guotas.

Point 12: Remove barviers to prde moworkmansing,

Point 13: Institute a vigorous prograin of education
and scH-improeement.
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Personnel evaiuation has historically addressed two objec-
tives: improving performance and bringing about dismissal of
workers judged inadequate or nonproductive. These two purposes
are in conflict. When the threat of dismissal is a possible outcome
of evaluation, improvement is thwarted and the worker’s sense of
security is eroded. Despite the broad protection of tenure laws,
experienced teachers are intimidated by the possibility of dis-
missal. Herzberg et al. (1959) noted that a lack of security is a
inajor source of dissatisfaction in the workplace. Deming ac-
knowledges the detrimental effects of fear in his Point 8. An inse-
cure worker will not seek assistance from others, particularly
from a supervisor who possesses the power of dismissal. The
worker fears that a request for assistance will be viewed as an
admission of weakness. In teaching, this prcblem is compounded
by the rature of the job and by the relatively vague definitions of
acceptable performance. Teachers are frequently unsure what is
expected and what constitutes fulfillment of those expectations.
Even a teacher whose performance is satisfactory or exemplary
may harbor self-doubts.

A climate of fear undermines quality in many ways. Behav-
ioral change occurs only when the owner of the behavior decides
change is needed. If the system intimidates the teacher to the ex-
tent that he or she cannot seek assistance to change, improvement
(if any} must depend on the personal resources of the teacher.
Sharing and cooperation are stymied. A teacher with a good idea
will guard it closely because that good idea may be reflected in a
better evaluation for that teacher than for his or her colleagues.
The school would be better served if teachers helped one another
and shared their good ideas. Similarly, in a competitive system, a
strong teacher might choose not to cooperate with colleagues for
fear that cooperation would elevate others to a similar level of
performance and thus reflect negatively in his or her own evalua-
tion. Therefore, dismissal as a goal of evaluation has no place in
the school for quality learning.

We do not mean to imply that dismissal may never be neces-
sary; rather, the two purposes of evaluation must remain distinct,
and the teacher should never have any doubt about which pur-
pose underlies an evaluation. Dismissal is rare in education. In
the school for quality learning, the fear of dismissal must be elim-
inated for the vast majority of teachers who are performing satis-
factorily. The evaluation system should reflect the expectation
that each teacher will be trying to improve and grow. Teachers
need to know that, although they may not be perfect, the princi-
pal has no concerns about their performance that would warrant
dismissal. The occasional employee at risk of dismissal must be
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well aware of that fact. The evaluator is responsible for clearly in-
forming the employee that dismissal procedures are being under-
taken. These procedures are specifically outlined in law; dismissal
is a legal procedure, not an educational one.

The lead-manager principal defines the purpose of evaluation
as personal and professional growth toward improved perfor-
mance. The principal acts as a facilitator for each teacher, just as
the lead-manager teacher serves as a facilitator for learners in the
classroom. The principal makes clear that evaluation is designed
to lead to improved performance and that the principal may do
much to facilitate that improvement.

The most important element of effective evaluation for per-
sonal improvement, especially in a social profession like teaching,
is self-evaluation. Self-evaluation is vital for a teacher because
another person cannot observe the scope and nature of the
teacher's performance often enough to document total classroom
interactions and because there is no valid and reliable way to
measure the totality of student learning. Teacher self-evaluation is
especially vital in the school for quality learning because the lead-
manager teacher is in turn responsible for involving the learners
in self-evaluation.

The lead-manager principal approaches personnel evaluation
with two broad goals in mind. The first is to cause each staff
member to develop the skills for, and to engage in, a continual
self-evaluation leading to personal and professional growth. Any
staff member unable or unwilling to engage in this process will
not be an effective participant in the school for quality learning.
The second goal is to prepare each teacher to develop self-
evaluation capabilities in the learners. The self-evaluation process
is the same, whether directed toward quality teaching or toward
quality learning.

The school for quality learning must have an effective and
hurnane system of personnel evaluation. Such a system is grounded
in the following basic beliefs about human nature and about the
individual's potential as a satisfied, productive employee:

1. Individuals have a continual desire to learn, search,
and inquire, and they are by nature goal striving and
improvement seeking.

2. Growth occurs only when one is free to experiment with
new or modified behaviors. One will experiment and take
risks only when one is free of fear.

3. To help others grow and thus fulfill the school's mission,
nne must be actively involved in one's own growt:.
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CHAPTER 6

- Demonstrating respect for an individual as someone with

innate human worth and dignity rather than solely, or even
primarily, as someone who has worth because of what he
or she does enables that individual to respect the worth
and dignity of others.

- An individual's incentive to grow and contribute to

the excellence of the school comes from recognition of
that individual's strengths and accomplishments.

- Individual strengths and weaknesses in job performance

in part define the uniqueness of each person's contribution
to the school. To promote growth for each individual while
maintaining this uniqueness, and to encourage diversity
among school employees, management should view
individual strengths rather than weaknesses as the
foundation for growth.

- Individual responsibility, developed through participation

in determining both personal and school goals, increases
motivation to achieve and produces greater satisfaction.

. Sharing of responsibility, in the work situation and in the

evaluation process, leads to more imaginative and creative
involvement on the part of each staff member.

McGregor (1961) describes two vastly different views of hu-

man nature, called theory X and theory Y, influencing manager be-
haviors. The theory Y view is based on the following assumptions:

1.

The expenditure of physical and mental effort in worl is
as natural as play or rest.

- External control and the threat of punishment are not

the only means of bringing about effort toward organiza-
tional objectives. People will exercise self-direction and
self-centrol in the service of objectives to which they
are committed.

. Commitment to objectives is a function of the rewards

associated with their achievement.

- Human beings learn, under proper conditions, not only

to accept but also to seek responsibility.

- The capacity to exercise a high degree of imagination, in-

genuity, and creativity in the solution of organizational prob-
lems is widely, not narrowly, distributed in the population.

n-.
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6. Under the conditions of modern life, human intellectual
potential is only partially utilized.

More traditional and widely held is the theory X view, based
on the following assumptions:

1. Human beings have an inherent dislike of work and will
avoid it whenever possible.

. Because of this inherent aversion to work, most people
must be coerced, controlled, directed, and threatened with
punishment if they are to put forth effort adequate to the
achievement of organizational objectives.

. Human beings prefer to be directed, wish to avoid responsibil-
ity, have relatively little ambition, and want security above all.

Theory X management style, based on the theory X view of
human nature, is the predominant management style in American
school systems. This observation applies to the management of the
school district by the superintendent, the management of the
school by the principal, and the management of the classroom by
the teacher. The theory X view supports boss-manager behavior.

The decision-making structure described in chapter 5 and the
facilitative evaluation system advocated here correspond to
McGregor's theory Y view. A principal who subscribes to theory
X will not be a lead-manager principal. A facilitative evaluation
system is the driving force for school improvement. It is the main
vehicle for communication between the principal and each
teacher. Through this process, principal and teacher develop a
relationship of trust, cooperation, and respect. The evaluation sys-
tem is formative, never summative. Checklists, labels, rankings,
or comparisons—other than comparisons with onc¢’s own previ-
ous behavior—have no place in facilitative evaluation. The
teacher’s self-assessment of performance, strengths and weak-
nesses, and potential is extremely important, more important
than the principal's assessment.

The continuing effort to make the school a place of quality
learning for all learners requires each staff member to be im-
mersed in a personal growth plan in which the principal has a key
part. The orincipal establishes a process for in-depth dialogue
with each wacher about classroom life, learning activities, and
individual students. I¢ this evaluation dialogue, the principal dis-
covers the teacher's concerns and successes, and the teacher
hears the principal’s feedback, be it a reflection of success or a
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question about a concern. Through this dialogue, through direct
classroom observation, and, it is hoped, through involvement
with the student learners in the classroom, the principal comes to
know what the teacher is actually doing. It is the dialogue, how-
ever, that allows the principal to understand the teacher's deci-
sions and allows the principal and teacher to determine whether
the classroom activities are consistent with the school mission.
During the evaluation dialogue, the principal is responsible for
offering suggestions, expressing concerns, and challenging the
teacher to build on specific strengths or seek improvement in spe-
cific areas of weakness.

The cvaluation dialogue is not associated with a particular
time but rather continues throughout the school year and from
one school year to the next. Initially, principal and teacher confer
to discuss the teacher's responsibilities and jointly to determine
personal and professional growth goals for the teacher. Figure 6.1
shows a sample form that can be used to record goals as well as
activities related to those goals.

Figure 6.1 Sample Staff Development Form

Name __ __ School year _

Conference dates

Fall goal-setting conference

8 e e
Spring cevaluation conference

Professional and/or personal Mcans of accomplishment:
eronvth goals Major activities related to
stated goals

Q

ERIC

PAFullToxt Provided by ERIC
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Both parties can suggest needs that should be addressed in
the growth plan. However, the lead-manager principal, under-
standing control theory and the psychology of behavior change,
knows that the teacher will be the one to select the actual growth
targets. If the teacher decides not to address an area of concern
identified by the principal, the lead-manager principal accepts
that decision, knowing the teacher is doing the best he or she
knows how to do at that moment. The principal continues
throughout the school year to facilitate the teacher's self-
evaluation process and seeks other opportunities in that dialogue
to persuade the teacher to address the concern. It is highly unlike-
ly that a teacher and a principal in a trust relationship would con-
tinue to ignore each other's concerns or suggestions. Indeed, if
that occurs, it indicates that trust is lacking. The nature of the
goals selected by the teacher offers a clue about the trust relation-
ship. If the goals are superficial and trivial, the teacher does not
trust the principal. The teacher whose goals are to organize a fil-
ing system or upgrade the bulletin boards is sending a clear mes-
sage of distrust.

The goal-setting conference is followed by frequent observa-
tions and conferences throughout the year, some very brief and
some in-depth. These contacts will normally not concern overali
progress toward all goals; rather, each encounter will address a
specific issue. Frequent contact provides the princip il ample op-
portunity to give the teacher feedback, to become familiar with his
or her program, and to assess hovs well that classroom corresponds
to the mission of the school. Moreover, by keeping the principal
current on the teacher's perceived needs, frequent contact enables
him or her to support the teacher to the extent possible. If the trust
relationship with a teacher is lacking, the lead-manager principal
uses these encounters to build a helping relationship and to reveal
the principal's true agenda: to involve each staff member in an ac-
tive plan for becoming a facilitator of quality learning.

Near the end of each school year, the principal and the
teacher will confer to assess the outcome of the growth plan and
to establish tentative goals for the next year. Summer staff devel-
opment opportunities may figure significantly in this discussion.
It is not unusual for a teacher to restate a goal for the following
year. This is, in fact, desirable in many situations: Such a goal is
usually an important ore. The teacher may 'nake progress — per-
haps even extraordinary progress—but may challenge himself or
herself to grow and improve further in the same area. For exam-
ple, a middle-grade elementary teacher’s goal to "totally convert
the classroom reading program to a children's literature-based
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approach empbhasizing increased comprehension by each reader”
is unlikely to be achieved in 9 months. The same is true for a
multidisciplinary secondary school teaching team whose goal is
total curriculum iategration. .

Throughout the personnel evaluation process, the lead-
manager principal listens, analyzes what is said and observed,
and asks clarifying questions. The principal refrains from telling
or ordering but instead attempts to clarify, extend the discussion,
and challenge the teacher with questions such as these:

1. Which of the learners in your classroom are
you most concerned about?

. What is the nature of the concern?

. What do you want those learners to do?

. What are you doing with those learners?

. Is what you are doing working? Helping?

. How might you address your concerns?

. Do you have a plan?

. What assistance do you foresee that you might need?
. Where would you get that assistance?

. How will you know if you are making progress in
addressing your concerns?

. Do you believe the learners' concerns are the same as yours?

. If not, do you have a strategy for channeling the learners'
interest toward your concerns?

. Can you address the learners’ concerns? Will you?
. What has been your biggest success so far with this class?

. Tell me about an example of quality learning that you have
witnessed with this class.

. Wheat are your plans to further integrate the curriculum?

. How will you begin?

. 1f you could change only one thing, what would you
try to change?

. How wouid you evaluate success in that endeavor?
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. What is frustrating you the most at this time?
. What could you do to relieve some of that frustration?
. Can I help? How?

. Is there other assistance that you would find appropriate?

. On the basis of your assessment of the needs of the learners
in your class, what do you see as your biggest challenge?

. If you could do over anything you have done so far with
your class, what would that be?

. How would this make a difference?

. Can you do something now that will accomplish
this same result?

. What aspect of your work that you consider high quality
would you like me to notice?

. Are you planning to do anything different with the
responsibility education program?

. What plan do you have for family involvement?
For providing information to families?

. What questions do you find most effective in challenging
learners to self-evaluate behavior? Learning?

. How do you see learners' collaborative efforts fitting
into your classroom program?

. What formal training prograrus are you planning
to become involved in this year?

Because this approach to personnel evaluation, like all com-
munication between the lead-manager principal and the teacher,
relies heavily on trust, it is important to consider the disposition
of evaluation results, reports, or data. The principal bas no need
for such information other than for his or her "extension of mem-
ovy” file—a separate file for each teacher containing information
about the principal-teacher interaction. This file is solely a record
for the principal's personal review. The lead-manager principal
provides all evaluation results, reports, and data to the teacher in
the understanding that those materials are the teacher’s sole prop-
erty. The teacher decides with whom, if anyone, to share the
information and what information, if any, to place in the person-
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nel record maintained by the school or the district. This gesture is
the principal's ultimate statement of trust; it closes the book on
the teacher's fear of dismissal relative to the evaluation process.

The lead-manager principal must have staff development re-
sources for individualized training opportunities based on teach-
ers’ assessed needs. Deming speaks to this issue with his Point 6
(institute training) and Point 13 (institute a vigorous program of
education and self-improvement}. The staff development program
for teachers must be individualized, as is the quality learning pro-
gram for students, to be described in Part 3.

The lead-manager principal recognizes that the promotion of
collegial relationships is a powerful tool for staff development.
Cooperation znd sharing are hallmarks of a school for quality
learning. It is especially important that the school's staff members
enjoy such relationships because they collectively represent a
major resource. There are few schools for quality learning and
probably fewer staff training programs. A teacher is more likely to
obtain assistance from fellow staff members than from resources
outside the school. Collegiality is an essential element of a school
for quality learning. Because consensus decision making demands
extraordinary communication, the drive to accomplish the
school’s mission will not succeed without strong mutual commit-
ment borne out by cooperative, caring behavior. The decision-
making group of people with similar jobs is an excellent vehicle
for promotin, collegiality. Gther, less obvious, groupings may
grow out of common interests or concerns. For example, a group
night form for those concerned with better integration of comput-
ers in the classroom, those interesled in children's literature as the
basis for a reading program, those looking into cooperative learn-
ing strategies, those concerned with restructuring the mathematics
curriculum, and so on. The lead-manager principal has an
overview of teachers’ interests and concerns and is in a position to
link teachers who are likely to help one another. In most schools a
leacher rarely, if ever, sees another teacher performing in the class-
room. A teacher rarely, if ever, has an opportunity to obtain feed-
back about classroom performance from another teacher. The
lead-manager principal will promote such exchanges.




CHAPTER 7

Selection of Staff

The selection of new ot replacement staff in the schocl for quality
learning is a critical area of responsibility. Because the school has
developed a mission, identified strategies to accomplish the mis-
sion, and designed structures for the school's operation—all
through the full participation &nd consensus of the entire staff—
the selection and integration of new staff members requires
extreme care. The school must have the responsibility for recom-
mending prospective employees to the governing board. Only
those who are closely identified with the school's mission and are
familiar with the school's ongoing development can truly know
what is needed from new staff members.

The lead-manager principal understands that the school has
the opportunity to enlarge its pool of expertise and talent by
recruiting an individual with experiences and skills that comple-
ment those of current employees. The principal also appreciatcs
the importance of the match between the prospective employee's
personal philosophy and the stated philosophy and mission of the
school for quality learning. The selection process must ensure
that a new staff member wholeheartedly believes in ard supports
the school's mission and has the potential to make a unique con-
tribution to the total effort.

The lead-manager principal will involve teachers in inter-
viewing and selecting new staff members. This broad involve-
ment of other staff will likely improve the selection process. Par-
ticipation in the process also has a positive impact on teachers.
First, it further affirms the principal's trust in them. Second, it
provides a forum for teachers to share concerns and issues and to
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learn more about one another. It is not unusual for the staff selec-
tion process to strengthen individual teachers' beliefs or to yield
ideas they can use in the classroom; some of the ideas come from
the candidates for employment, some from the other interview-
ers. Third, and perhaps most important, teachers involved in the
process learn of their colleagues' expectations, not only for the
prospective employees but for their own teaching and for the
school as a whole.

Glasser (1990} contends that effective teaching may be the
hardest job there is. This observation, which we will discuss fur-
ther in Part 3, unquestionably applies to the lead-manager teacher
in the school for quality learning. A new teacher in a school for
quality learning faces extraordinary and, possibly, overwhelming
challenge, even if he or she is experienced in the profession.
Every teacher in the school for quality learning needs support
from the others; none, however, needs it more than the new
arrival. A major benefit of involving teachers in the hiring process
is that it gives them a stake in the new employee’s success. All
participants in the consensus choice want the individual to suc-
ceed because that success validates their collective judgment; fur-
ther, they want the individual to succeed because that success
contributes to the school's progress toward fulfiliment of its mis-
sion. From the outset, the new teacher has a support group among
colleagues already encountered in the interview process, col-
leagues who have an investment in the new teacher’s growth and
development. Having met several staff members, the new teacher
already has some idea whom to turn to for assistance.

When a new teacher is to be hired, the lead-manager princi-
pal first invites a representative group of teachers to assist in the
selection process. This group should include teachers with whom
the new employee would work most closely--for instance, those
who teach a similar age group at the elementary level or a similar
subject at the secondary level. The group should also include a
sampling of other teachers. If teachers are working as an instruc-
tional team, all team members should be included, along with
other staff members for variety and broader representation. The
principal meets with the group to discuss the position to be filled
and the expectations for the candidate. From this discussion, the
group generates a list of criteria for evaluating potential candi-
dates. The most useful criteria relate to knowledge or training,
qualifications, proficiency in desired teaching strategies, and per-
sonality traits. For example, the following criteria might guide the
search for an intermediate-level elementary school teacher:
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. Experience working with 10- to 12-year-old children,
whether in a school or nonschool setting

. A strong background in mathematics and science

. Training in and experience with cooperative learning
and conflict resolution strategies

. Experience working as a team member

. Training in the teaching of reading through the use
of children’s literature

The foregoing are specialized criteria related to subject and
grade level. They are secondary to the following criteria, which
are applied in every search:

1. Personal philosophy consistent with the philosophy
and mission of the school for quality learning

. Acceptance of and commitment to the mission and
philosophy of the school for quality learning

. Certification for the position

. High energy level

. Highly developed oral and written communication skills
. Propensity and skills for self-evaluation

. A positive self-concept

. Possession of effective strategies for fulfilling own needs

. Possession of effective strategies for farilitating others'
need fulfillment

10. People orientation

The specialized criteria drawn up by the group give the prin-
cipal or the human resources department a basis for screening ap-
plications and selecting candidates to interview. The interview is
the most critical stage in determining how well the candidate will
meet both the specialized and general criteria. The interview lets
the principal and the interviewing teachers gather information
that is personally meaningful, in contrast to the information in the
application file (which reflects the applicant’'s view or the opinion
of the person providing the reference). Both of these sources pro-
vide valuable information, but neither the applicant nor the refer-
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ence source is likely to know the individual school; thus, neither
can predict how well the applicant will meet the school's particu-
lar expectations.

The interview must be designed to discover as much as pos-
sible about the applicant. The interviewers will try to learn about
the candidate's commitment to the profession, life experiences
and view of self, beliefs about learning and learners, personal and
professional strengths and weaknesses, aspirations including per-
sonal and professional growth interests, expectations of the job
and of colleagues, and personal strategies for assessing the impact
of his or her own behavior. The interview questions should be
open-ended. The following is a sampling of questions and state-

ments, in no particular order, to which a candidate might be
asked to respond:

. What were some factors that influenced your
decision to become a teacher?

. Tell about a person who influenced your life.

. Describe a significant event in your life.

. Tell about a child you know.

. What qualities do you possess that make you a good friend?

. What quality do you see in others that you wish you could
develop more fully in yourself?

. What is your most prized possession?

8. What are the standards by which you judge your life
to be successful or less than successful?

. What are the purposes of education?

. If T visit your classroom, what will I see that will be a clear
demonstration of your beliefs about teaching and learning?

. How do children learn?

. What should a learner be able to demonstrate if he
or she has successfully completed schooling in a school
for quality learning?

. When you are teaching, how are you behaving?
What can you be observed doing?

. How would you help a learner form and maintain
an enabling self-concept?
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15. Assume that you have complete freedom to organize your
classroom. Tell about a typical day for one of the students
in your classroom.

16. Confronted with a learner who you believe has high
potential but who is doing very little if any quality work,
what would you do?

17. How would you evaluate a learner?

18. If you could change one thing about education,
what would you change?

19. Where in this school do you think you might go for help?

20. What assistance do you anticipate you would appreciate
and find helpful?

21. Describe an incident that might occur in your classroom
that would give you great joy. What about great despair?

22. What do you do for yourself when you feel overwhelmed
or discouraged?

23. What staff development programs or ideas seem
attractive to you?

24. What strategies or programs do you propose to use
to foster creativity and critical thinking?

25. Describe your philosophy of teaching for (subject area).
What is important? How do you present that
to the learner?

26. What does "integrated curriculum” mean to you?

27. What directions would you expect from the principal
relative to your teaching job?

28. What do you plan to tell parents about your program?
About their children?

29. What are your behavioral expectations for the learners
in your classroom?

30. Describe your plan to help learners display appropriate
behaviors in the learning environment.

31. What makes you the best candidate for this position?

Because the information elicited in an interview is so impor-
tant, the interview process is necessarily time-consuming and
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intense. There is merit in conducting more than one interview
with a potential candidate. One strategy is to divide the interview
responsibilities between the principal and the teacher interview
group. The principal conducts the initial interviews of all candi-
dates selected through the screening of the applications and then
refers a number of potential candidates who seem to meet the
established criteria to the group of teachers for a second inter-
view. When all candidates have been interviewed, the principal
and the teachers meet to share their findings. If the principal and
the teacher group have a consensus choice, that candidate would
be recommended for employment. If there is no consensus
choice, more interviews would be conducted: Additional candi-
dates could be brought in for the initial interview; the teachers
might interview candidates already interviewed by the principal
bt ' not originally reverred to them; or the principal, the teachers,
or both could interview a candidate again. The process is repeated
until a consensus choice evolves and the recommendation for em-
ployment is made.

Occasionally, an untimely vacancy will occur, necessitating
an almost immediate replacement. In such a circumstance, it is
far better to employ an interim replacement and free the search
process from time constraints than to attempt to hurry the
process.




CHAPTER 8

g Responsibility
- Education: The
Discipline Policy

A fundamental component of school climate involves behavioral
expectations for students. In a school for quality learning, each
student is expected to be fully engaged in quality learning activi-
ties. When the school attains that lofty goal, there will likely be
little concern about behavior and about the effects of students on
one another. Each student will be highly productive, and the total
school experience will be satisfying. The student worker will not
seek other avenues to satisfy the needs for belonging, power, free-
dom, and fun. The activities of the learning environment will en-
sure neu ! satisfaction.

Glasser (1990} distinguishes lead managers from boss man-
agers by their view and establishment of rules. Boss managers de-
pend on rules, and rules proliferate with each new problem.
These rules are sacred and often become more important than the
problem they were designed to solve. Lead managers zlso have

. rules, but they do not depend on rules to solve every problem.

Y The lead manager designs the total operation so that hard work
will produce need-satisfying results. The only reason to have a
rule is to facilitate the operation of a very complex system. In the
school for quality learning, the lead-manager principal will keep
the rules few and simple.
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The philosophy of the school for quality learning stresses cer-
tain behavioral conventicns for the entire school that require con-
sistent implementation by each staff member. Still, in the school
for quality learning, each classroom is unique. The rules for be-
havior and the conventions for learning will vary from one class-
room to another. At the same time, no classroom is totally
isolated. A student worker may be in several different classrooms
in a single day. Even in the essentially self-contained classroom
structure found in many elementary schools, students interact at
various times and through various functions with students from
outside the self-contained classroom. Moreover, a school does not
become a school for quality learning at a specific point; rather, it
is engaged in a continuing journey toward that goal. Most schools
start far back on the rrad to quality and will not soon attain the
state where nearly all learners are fully engaged in need-
satisfying, quality learning activities. For these reasons, some at-
tention to behavioral expectations of students is warranted.

The lead-manager principal knows that the rules must be few
and that they must be seen as sensible by those who must follow
them. Rules designed to ensure the safety of all and to guarantee
the preservation of each person’s basic human rights are under-
standable to students of every age, provided they are discussed and
explained in age-appropriate ways. Glasser {1990) suggests that the
rules create an atmosphere in which courtesy prevails. The pur-
pose of the rules is to clearly define what behavior is acceptable.

The document entitled "Leal Rights and Responsibilities”
shows how one school, Leal Elementary School in Urbana,
Illinois, stated its behavioral expectations. In the context of our
democratic culture, the notion of rights and related responsibili-
ties makes sense to everyone. The behavioral expectations apply
to all members of the school environment, be they adults or chil-
dren, teachers or learners, and so on.

The lead-manager principal f' .ilitates a consensus agreement
among the " taff regarding standards fo1 acceptable student behav-
ior and strategies for helping students to display acceptable be-
havior. In the school for quality learning, student behavior is
managed without coercion. Each student is doing the best he or
she knows how to do to meet basic psychological needs for be-
longing, power, freedom, and fun. If, in the judgment of the
school’s adulis, the student’s behavior is unacceptable, the adults’
responsibility is to help the student choose an acceptable behav-
ior through the self-evaluation/planning process of reality therapy.

In the school for quality learning, once the basic rules are
agreed upon, strategies are developed to inform the students of
the rules and to help each one understand them. These strategies
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LEAL RIGHTS AND RESPONSIBILITIES

My rights

I have a right to be happy ¢nd
to be treated with compastion
in this school. This means that
no one will laugh at me or hurt
my feelings.

1 have the right to be myself in
this school: This means that no
one will treat me unfairly be-
cause I am black or white . . .
fat or thin

tall or short

boy or girl

adult or child.

I have a right to be safe in this
school: This means that no one
will ...

hit me

kick me

push me

pinch me

threaten me

hurt me.

I have the right to expect my
property to be safe in this
school.

I have the right to hear and be
heard in this school: This
means that no one will . . .
yell

scream

shout

make loud noises

or otherwise disturb me.

My responsibilities

I have the responsibility to treat
others with compassion: This
means that I will not laugh at
others, tease others, or try to
hurt the feelings of others.

I have the responsibility to re-
spect others as individuals and
not to treat others unfairly be-
cause they are black or white . . .
fat or thin

tall or short

boy or girl

adult or child.

I have the responsibility to
make the school safe by not . . .
hitting anyone

kicking anyone

pushing anyone

pinching anyone

threatening anyone

hurting anyone.

I have the responsibility not to
take or destroy the property of
others.

I have the responsibility to help
maintain a calm and quiet school:
This means that I willnot . ..
yell

scream

shout

make loud noises

or otherwise disturb others.

Note. From Leal School Staff Handbook, by R. J. Bodine, unpub-
lished manuscript, n.d., Leal School, Urbana, Illinois.
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I have the right to learn
about myself and others in
this school: This means that
I will be free to express my
feelings and opinions with-
out being interrupted or
punished.

I have the right to be helped
to learn self-control in this
school: This means that

no one will silently stand by
while I abuse my rights.

I have the right to expect
that all these rights will be
mine in all circumstances so
long as I am exercising my
full responsibilities.

I have the responsibility to
learn about myself and others
in this school: This means that

I will be free to express my
feelings and opinions without
being interrupted or punished,
and I will not interrupt or
punish others who express their
feelings and opinions.

I have the responsibility to learn
self-control in this school: This
means that I will strive to exer-
cise my rights without denying
the same rights to others, and I
will expect to be’corrected
when I do abuse the rights of
others as they shall be corrected
if my rights are abused.

I have the responsibility to
protect my rights and the rights
of others by exercising my

full responsibilities in all
circumstances.

will involve interactions both with groups of students (perhaps in
class discussions) and with individual students who need extra as-
sistance in choosing new behaviors. These interactions, especially
the group discussions, are scheduled regularly and constitute the
most important element of the responsibility education program of
the school for quality learning. Their purpose is to help the learners
understand their own behaviors and the effects of those behaviors
on others. The learners are also exposed to alternative behaviors.
Glasser (1969) maintains that because such discussions are open-
ended and address the learnerc’ own concems, the learners are in-
volved, see the discussions as relevant, and engage in thinking.
Failure of the school to devote adequate time to social education
will result in discipline problems, which will be largely the result of
individuals attempting to do the best they know how to do in a situ-
ation where they are unsure what is expected.

Parents also need to be informed about the school rules, as do
all support staff who work in the school, including volunteers.
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The excerpt entitled “The Staff's Commitment” expresses an en-
, tire staff’s support for responsibility education. The communica-
S tion entitled "Parent Notice,” along with a copy of the Leal Rights
: and Responsibilities, is mailed to each student’s household before
the start of each school year.

THE STAFF'S COMMITMENT

L

The document entitled "Leal Rights and Responsibilities”
is the basic concept of governance for all of Leal School. A :
total commitment by all staff members is vital in assuring the '
success of this program. Each teacher has the responsibility
to consistently engage his or her students in discussions
and activities designed to enable the studeats to under-
. stand the concepts of "Rights and Responsibilities” and
=" how the rules of the school reflect these concepts. It is
' agreed by staff consensus that this is a top-priority con-
cern and that each classroom will devote a specific time
each week to a class activity designed to assist students to
develop social responsibility and a positive self-concept.
: Each teacher is responsible for establishing rules and proce-
- dures for his or her classroom or area of assignment that are
" consistent with and supportive of "Leal Rights and Respon-
- sibilities.” Each teacher is responsible for helping each of
his or her students learn responsible behavior through
individual counseling and by seeking appropriate assis- ’
tance from the principal, special services personnel, and
other staff members. Every staff member is responsible
for referring rule violations to the appropriate teacher—
the teacher most involved with the rule violator. Each
teacher is responsible for guaranteeing that each person at g

b
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*i Leal accepts his or her responsibilities and exercises his or
her rights. Each teacher is respuusible for involving par- K
ents to help students learn desirable behaviors.

Note. From Leal School Staff Handbook, by R. ]. Bodine, unpub-
lished manuscript, n.d., Leal School, Urbana, Illinois.

449
Ay




102

apply:
1.

CHAPTER 8

In addition, the following specific provisions shall

Any fight between students, no matter how small, will
be called to the attention of the principal. The princi-
pal, in addition to the teacher, will counsel with the
involved parties. At a minimum, parents will be called
by the priacipal upon the second incident of fighting.

. Any incident in which a student is caught stealing

will be called to the attention of the principal.
The principal will counsel with the student(s)
involved, restitution will be enforced, and the
parents will be advised of the problem.

. Any act of phyt” 4l aggression (or extreme de-

tiance) toward a staff member will be called
to the attention of the principal. The principal
will counsel with the student, and the parents
will be advised of the problem.

. Any act of destruction of school property or vandalism

will be called to the attention of the principal. In the
case of property destruction, the parents will be con-
tacted, and restitution for damage, either by work
repair or by payment, will be demanded. The guilty
student will clean up the mess.

. Each classroom teacher will maintain a log of contacts

with parents regarding discipline/behavior incidents.

Further, in order to generally improve the atmosphere

of the school, the staff will make concerted efforts to de-
velop an appreciation for the building and the property
therein by the following means:

1.

Not permitting students to write on the furniture,
walls, and so on, in the classroom. Anyone found doing
so shall wash off the writing.

. Insisting that classrooms be cleaned — paper picked up,

furniture straightened, and so on— at least twice daily
(before lunch and before dismissal).

. Ensuring that lockers are cleaned t.ut periodically.

g -
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4. Demanding espect for displays and bulletin
boards throughout the school.

5. Implementing other appropriate activities.

Also, each classroom teacher will take whatever ac-
tion is needed to ensure that his or her class does not dis-
rupt other classes during school time—for example, by

1. Impressing upon all students that, as a courtesy to
others, reasonable quiet in the halls during school
time is essential.

2. Using some measure of control to guarantee that
a very limited number of students would be in rela-
tively unsupervised activities, such as using the
bathrooms, getting a drink, or otherwise being out
of the classroom, at any one time.

3. Making sure the class is together and under reason-
able supervision when moving as a class to the library,
to tne playground, to the labs, to the gym, or to other
areas of the building.

PARENT NOTICE

At the back of the Leal School Parent/Student Handbook is a
one-page document . . . entitled ‘Leal Rights and Re-
sponsibilities.” This document was developed by a group
of teachers, parents, students, and the principal several
years ago. It was developed to provide a consistent basis
for our effort toward our general goal: to make Leal
School “a good p!=~e for children and adults.” The "Leal
Rights and Responsibilities,” safety considerations, and
the need to maintain a learning environment serve as the
foundation for all school rules and discipline procedures.
Each classroom teacher assumes the responsibility to
consistently and continually engage his or her students in
discussions and activities designed to enable the students
to understand the concepts of "Rights and Responsi-
bilities” and how the rules of the school reflect these. The
classroom teacher is responsible for helping each of his or

42 3
.‘..L“.i



CHAPTER 8

her students learn responsible behavior through individ-
ual counseling and by seeking appropriate assistance from
the principal, special services personnel, and other staff
members. If the student continues to exhibit unaccept-
able behavior, the teacher is responsible for contacting
the parents for assistance. _

As a total staff, we are dedicated to this program. The
development of social responsibility in each of our stu-
dents is a top priority at Leal. It is our intention to contin-
ually strive to improve the total climate of the school and
to minimize the number of disruptions to the learning ac-
tivities in each of our classrooms We feel that we have
been successful but that this focus should continue as a
top priority each year.

Additionally, we continue our concern about four spe-
cific and highly undesirable behaviors: fighting and/or
verbal abuse of others, stealing and/or property damage,
intimidation and/or extortion, and defiance and/or acts of
aggression toward staff members. It is the consensus of
the staff that these behaviors cannot be tolerated in the
school environment and that we and the parents have the
responsibility to help students learn desirable behaviors.
We are prepared to deal comsistently and firmly with
these undesirable behaviors. If your child exhibits any of
these behaviors, we will seek your assistance in helping
your child develop more acceptable behavior.

We need your help. This effort toward the development
of desired behaviors, exemplified by the point where each
person is exercising fully his or her responsibilities and en-
joying his or her rights, will be a major focus at Leal again
this year. Please discuss the "Leal Rights and Respeasibil-
ities” in your family. Please do so at fairly regular intervals.
Ask questions of your children regarding the discussions
about rights and responsibilities at school. Perhaps you can
even talk about rights and responsibilities in the home.

We believe that a consistent effort on the part of the
staff at school, with the support of the parent at home,
will result in growth in social responsibility in each of our
students.
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Using the overall school rules for expected behavior —the be-
havioral constitution of the school for quality learning— each class-
room teacher develops the specific rules for his or her classroom.
The lead-manager teacher understands that those rules, like the
school rules, must be few and simple and must be viewed by the
learners as sensible. Rules for the school and the classroom are
the rules for success in any life venture. Helping learners make
this connection is the ultimate aim of the responsibility education
program. Classroom programs and strategies are further ad-
dressed in chapter 16.
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Family Involvement

Parents' perceptions of a school have a significant impact on
school climate. Parents are an important compenent of the school
community. Greater parental involvement is one battle cry of the
school reform movement. Clearly, the school for quality learning
requires parental support and involvement. The school must be
perceived as open and inviting by parents and other family mem-
bers significant in the student's life. It is the principal's responsi-
bility to foster good school-family relations.

The lead-manager principal understands the school's respon-
sibility to families and knows that they have a right to be
infecrmed about the school and its mission. The principal accepts
that responsibility proactively, exercising leadership in promoting
parental knowledge of and involvement in the school. A student
progress reporting system that features face-to-face parent-teacher
communication, classroom-level parent meetings, and joint parent-
child activities is a proven strategy for increasing parental involve-
ment. A school newsletter is a good way to tell families about the
school's mission and strategies for accomplishing it.

The involvement of family members in addition to parents is
a significant long-term investment in the quality of student learn-
ing. Family volunteers are encouraged to assist in the daily opera-
tion of the school. Family visitors are welcomed at all times.
Family involvement in school governance issues is sought through
the formation of ad hoc committees seeking solutions to particu-
lar school problems. Organized parent groups are allies in the ef-
fort to develop the school for quality learning. The lead-manager
principal will obtain staff consensus on schoolwide strategies for
increasing family involvement.
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FAMILY INVOLVEMENT STRATEGIES

The tradition of family involvement in early childhood education
yields quality strategies that can be extended to elementary and
secondary levels. The following description of family involvement
strategies was developed by the staff at the Washington School
Early Childhood Education Program in Urbana, Illinois. This is a
public school przkindergarten program serving approximately 400
children aged 3 through 5 and their families.

WASHINGTON SCHOOL FAMILY
INVOLVEMENT

Family involvement is an integral part of the Urbana
School District #116 Early Childhood Program. The fami-
ly support programs serve parents, children, and families
in differing ways and in a variety of settings. In general
the family involvement component is designed to:

« Focus on prevention
+ Build on the family’s strengths

 Deal with parents as partners and as the primary
teachers of their children

Enhance the capacity of parents to foster the optimal
development of their children

Provide services to help parents deal with natural
parental concerns and cope with the stresses
encountered in parenting

Support parents in seeking opportunities which will
allow them to achieve their potential

Note. From Washington School Staff Handbook and Urbana
School District #116 early childhood education grant proposals,
by D. K. Crawford, unpublished materials, n.d., Urbana,
Ilinois.
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Respect the integrity of the child’s family unit, be it
two parents, single parent, foster parent, grandparents,
or significant others

Foster cultural, ethnic, and religious sensitivity

Provide linkages within the community to other
systems of services and support

Build self-esteem in children, in parents,
and in families

The Family Center is a place in the school especially
for parents, children, and family activities. The Family
Center provides:

o A comfortable setting for parent groups and workshops
» An area for parents and children to interact
» A family resource, toy, and book lending library

A warm environment in which parents
can discuss family issues

A space for G.E.D., literacy, and other adult
education classes

Opportunities for parents to socialize with
and learn from one another

A place for parents to have a cup of coffee or tea

A place for parents to spend quiet time

The Family Center Advisory Board, composed of par-
ents, other family members, community members, and
representatives of the Washington School Staff, meets quar-
terly to plan and to develop the Family Center programs
and activities. The hoard provides opportunity for involve-
ment in developing supportive services for families.

invelvement Options

'"amily members may become involved with a variety of
activities in the school. Families determine how they want
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to become involved and have a variety of options from
which to choose. These options include but are not limited
to the following.

Family-Teacher Conferences

Formal conferences are routinely scheduled in both
daytime and evening each semester. Informal conferences
are scheduled throughout the school year as requested by
parents and by teachers.

Home Visiis

Teachers may visit the children and their families at
home in order to support the education program. Home
intervention services to address the individualized needs
of families will be provided by the support service staff as
needed. Home visits may be requested by either families
or school staff.

Famiiy-Teacher Volunteers

Family members are encouraged to assist in their
child's classroom at regularly scheduled times either
daily, weekly, or monthly. A family member who be-
comes a Family-Teacher will be provided a T-shirt to wear
when volunteering in the classroom.

Classsoom Invelvement

Families are encouraged to visit classrooms at any
time. Families are invited to attend field trips, send in spe-
cial treats, and share interests such as music, crafts, art,
and storytelling. Families are encouraged to share their
cultures through photographs, art, cooking activities,
music, stories, projects, and so on.

EC Newsletter—"The Early Word”

Through the monthly school newsletter, the family is
able to learn more about their child’s educational program
as well as learn new ideas that can enable them to sup-
port the educational program at home. Family members
are also invited to contribute their own ideas and articles
each month.
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Family Groups and Workshops

Support groups and other workshops specifically de-
signed to meet the needs of individual parents will be
offered. These support groups and workshops will be de-
veloped according to interest survey results obtained by
the Family Advisory Board.

Child’s Backpack

Each child is asked to carry a backpack to and from
school every day. Teachers and families use these back-
packs to send notes, messages, and the like. The backpack
o is viewed as an important communication link between
- the school and the home.

Family Events

Special family events and celebrations are scheduled

throughout the school year. These events are designed to

- support the development of a sense of belonging witnin the

- school community and to provide opportunities for familics
— to experience playful and enjoyable times together.

The Washington School material characterizes a school that is
"family-friendly.” Although the Washington School options for

( family involvement were designed with very young students in
o mind, they could be adapted and built upon for older students
g and their families. A section of any school library could be set

aside as a family resource area; perhaps a parent lounge could be
provided in the school. The school for quality learning would cer-
tainly develop a number of resources and activities for families.

PARENTAL CHOICE

Parental choice of an educational program for the child is another
important vehicle for increasing family involvement in the school.
The school is operated in a manner that offers students a variety
of program options or alternatives. Each program is consistent
with the school mission and philosophy, and the programs will
B likely exhibit far more common characteristics than differences,
but the differences are made clear so that parents and students
can indicate their preferences. At the elementary level, a program
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might be differentiated by the age of the students, by the nature
of the teaching assignment organization, by the teaching style to
be employed, and so on. The following passages from Leal School
handbooks describe two examples of choice utilized at that
school. The first example concerns choice based on an age level
grouping plan and on teaching assignment organization. The sec-
ond example concerns choice based on teaching style and on
teaching assignment organization.

EXAMPLES OF CHOICE AT LEAL SCHOOL

We at Leal School are committed to provide a quality indi-
vidualized learning program for every child. In so doing,
we each subscribe to the following school philosophy
statement.

Leal School Philosophy

Leal School subscribes to and attempts to implement a
philosophy of “continuous student progress,” an educa-
tional strategy in which the ability of the student to
achieve determines the level of instruction and instiuc-
tional materials introduced. An individual must be al-
lowed to work according to his or her own abilities. Stu-
dents are as diverse intellectually as they are physically;
they have different backgrounds and experiences, feel-
ings, ways of thinking, personalities, and ways of working
and learning. In order to be effective, a school must allow
and encourage students to work at their own rate, to de-
velop their own unique style of learning, and to develop a
respect for differences between individuals. Each child is
a worthy individual ard has rights, responsibilities, and

Note. From Leal School Parent and Student Handbook, by

R. ]. Bodine, unpublished manuscript, n.d., Urbana, Illinois.
Portions of the lettered list have been adapted from Position on
the Teaching of English: Assumptions and .’ractices, by the National
Council of Teachers of English, 1991, Urbana, IL: Author.
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privileges; the school should help the child acquire a
sense of self-direction and social responsibility. Education
should be based upon the individual's strong, inherent de-
sire to learn and to make sense of his or her environment.
Desire to learn is accentuated when the experiences are
stimulating and nonthreatening. Learning about things is
a natural part of a child's life, and in the process of grow-
ing up the better part of learning is done independently.

The development of an individual's thought processes
should be primary; rote learning of facts should be de-
emphasized; facts should become the building blocks for
generalities and processes. The ability to solve problems,
whether social or academic, must be given preference.
School experiences must relate to the world beyond school.
The environment within which students are encouraged to
learn must be expanded; the total culture surrounding each
individual should become the learning environment.

A student must be accepted as a person whose feel-
ings and values deserve consideration and development.
The school must assume an active role in helping each in-
dividual to develop or evolve a set of personal values
which will be most meaningful in helping her or him to
meet the challenges of life as a student and later as an
aduit. All persons need success to prosper; youths are no
exception. A continual series of failures, if experienced in
the school, can lead to a negative self-image, loss of desire
to continue to participate, and an urge to seek this needed
success outside of the school situation. A school should be
flexible and divergent enough to allow each student to
find some measure of success. We must seek to individu-
alize our expectations of a student’s progress as we strive
to provide learning experiences for each student.

Students should be encouraged to develop a sense of
responsibility. The student's school should be “his" or
“her" school, one to be proud of and one in which the stu-
dent is actively involved. The attitude of belonging and
veing an important contributor can do much toward
establishing a spirit of cooperation and respect. This sense
of responsibility should be further developed to include
peers and adults. It is vital that each student realize that
every other persnn is an individual with unique feelings,
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with unique ideas, with strengths and weaknesses, and
with his or her own problems. A sense of responsibility
and respect for the individuality of each person is neces-
sary for better understanding and cooperation.

Being consistent with the Leal School philosophy and
in an effort to provide the best possible educational envi-
ronmeént for achieving the goals of the philosophy, the fol-
lowing basic beliefs are reflected in all Leal classrooms:

A. Every person is a learner. It is the nature of every-
one tc learn: to grow and change through interacting
with others and responding to experiences. Learning
is not confined to school times. Learning is ongoing
-and limited only by the sensory and reflective powers
of the learner.

. Teachers and students are a community of learners.
Learning is a collaborative effort. Teachers are
learners—from self and others. Learners are
teachers— of self and others. Teachers respond to
students in ways that enable them to explore options,

make choices, and participate in meaning-making
experiences. Teachers not only bring their expertise
and authority to interactions with students, they also
precipitate change by challenging and questioning to
stimulate thinking and enable students to ask their
own questions and seek answers.

. Learners have diverse backgrounds, which reflect a
mosaic of cultural heritages. They bring tc their class-
rooms their different language proficiencies, their
learning styles, and their own authority and exper-
tise. The community of learners appreciates these
diversities of cultural heritage and socioeconomic
background, validating and challenging learners’
representations of the world. Every language, culture,
and experience is a resource in the classroom.

. Learning comes from active response, evaluation of
ideas and events, interactions with materials, discus-
sion with others, and construction of knowledge. In a
learning environment, students are given time to ar-
ticulate and revise what they know. Teachers struc-
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ture classrooms so that experiences address their own
as well as students’ interests. Support for risk taking
requires acceptance of error as a part of learning.

. The classroom setting contributes to the climate of
the learning. The class schedule provides opportunity
to reflect. Uninterrupted time blocks allow for learn-
ing, not "just covering.” Freedom to use time in a flex-
ible way helps students to become committed to the
tasks at hand. The pace of the classroom is determined
partly in response to the development and inquiry of
the students. The variety of materials available re-
flects the diversity of the students. Students have
easy access to learning materials of all types, which
are organized and accessible to entice and accommo-
date students. Students are expected to choose mate-
rials, work in a variety of situations, and interact with
all class members in an environment that is predict-
able but not static, exciting but not chaotic, disci-
plined but not restrictive. Assessment reflects what is
valued in education. The classroom uses diverse
kinds of assessment, including self-assessment, as
opportunities for reflection on individual growth and
change. Beyond simple recall of facts, assessment,
which is always limited, grows naturally from class-
room learning and is an extension of that learning.

Knowing is active and ongoing, a process of interac-
tive learning. The classroom is a place where knowl-
edge is socially constructed through interaction
among teachers, students, and materials. Knowledge
is not neutral but political, enabling the knower to
make choices among conflicting sources. Knowledge
is not just information, yet it requires information.
Because the world's diverse information base is ex-
panding at a rapid rate, teachers cannot limit their
classes to narrow lists of information or sets of read-
ings. Although students use certain resources, they
must also know that a much larger body of resources
exists and that they can gain access to these re-
sources. Individualized, learner-based pedagogy
requires that students have access to a variety of
materials through libraries and other sources. Knowl-
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edge is more than a mastery of facts and processes. It

includes understanding and use of these facts and

processes in historical, social, political, and personal
contexts. Students bring substantial knowledge to
the classroom. Teachers build on that information.

Each classroom at Leal will be characterized by the
followmg practices:

« All classrooms will stress the acquisition and
development of basic skills and will promote
the development of critical thinking and
problem-solving skills and strategies.

» All classrooms will be student success oriented
and will have instructional activities tailored to
meet the needs of each student.

s All classrooms will employ a variety of learn-
ing experiences, including direct instruction
in small and large groups, learning stations
(centers) for independent or small-group
learning activities, cooperative peer groups,
and individual independent learning activities.

o All classrooms will utilize appropriate "hands-
on" learning materials and activities and will
provide integrated learning activities that
incorporate simultaneous learning experiences
in several content areas.

» All classrooms will provide intrinsically satisfying
experiences in which learning is an enjoyable
activity designed to help each student develop a
more positive self-concept and a feeling of self-
worth.

o All classrooms will have programs based on the
Leal Rights and Responsibilities to help students
develop social responsibility.

» All classrooms will contain a representative
mixture of the cultures and backgrounds of the
total student population of the school.
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Because all classrooms adhere to the same school phi-
losophy, because all classrooms have the same basic beliefs
in common, because there is a common base curriculum
for each classroom at a given age level, and because all
classrooms have many organizational and instructional
strategies in common, there will be more similarities
among the classrooms than differences between them.

However, at Leal, we believe that a quality education
can be obtained through alternative methods, all of which
adhere to the school philosophy and embrace the com-
mon basic beliefs. No one alternative is objectively better
than another. Teachers as individuals may feel more com-
fortabie werking in one alternative than another and are,

thus, likely to be more successful. The same may be true
for the learners.

Example 1

Alternative 1: Self-Contained,
Multiage Classroom

This is a mostly self-contained, multiage classroom.
This alternative provides that one teacher will spend most
of the school day with a classroom of students of two age
levels rather equally distributed—either grades one and
two or grades three and four or grades five and six.

Alternative 2: Team-Taught,
Multiage Classroom

This is a two-classroom cluster of a multiage group of
students. This alternative provides that two teachers will
share the responsibility for two classrooms. Each class-
room will consist of two age levels rather equally distrib-
uted—either grades one and two or grades three and four
or grades five and six.

Alternative 3: Self-Contained,
Single-Age Classroom

This is a mostly self-contained classroom of students
~f one age level. Two of these classrooms will be paired at
grades one and two, two will be paired at grades three
and four, and two will be paired at grades five and six. A
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single teacher will stay with the same class for 2 years.
Thus, the teacher in each pair would teach one level the
first year and the other level the following year.

Example 2
Ontion A

Serves children of all abilities who want and need the
security of structure. Also serves the child who, while not
needing the structure, will accept it and function within
it. Because the classroom is individualized, it is not the
“old, traditional” classroom.

The teacher has the primary responsibility for making
decisions about subject matter and the use of time.

Generally, the majority of students work on language
arts or math at the same time. Grouping is flexible, de-
pending on the varying needs of children and teachers.
Both large and small groups are used for instructional
purposes. Other content areas tend to be total class ex-
periences with follow-up assistance provided to students
according to their individual needs.

Materials are primarily teacher chosen and of a great
variety. Textbooks, supplementary materials, and teacher-
made items are all used.

Teachers will have differing expectations and require-
ments, both academic and behavioral, for individual chil-
dren. Each child is encouraged and challenged to better
his or her own past performance.

Classrooms are essentially self-contained, with possibly
some limited team teaching depending upon teacher pref-
erence. Each classroom contains children of two grade
levels: first and second, third and fourth, or fifth and sixth.

Option B

Serves children of all abilities who want or need free-
dom, but within the security of an essentially self-
contained classroom.

The teacher has the primary responsibility for deter-
mining the educational objectives of the classroom, but
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the children and the teacher share the planning of how to
accomplish those objectives. Children are encouraged to
assume increasing independence in the daily use of time,
materials, and class assignments.

oA "typical” day would include children meeting in
small teacher-led skill groups and/or one-to-one with the
teacher for instruction and evaluation, working on indi-
vidual activities and assignments and participating in total
class instruction. An informal atmosphere prevails.

Learning resources include teacher-made activities,
paperback books, textbooks, educational games, and
library materials. Community resources and facilities sup-
ply a major source of enrichment.

Realizing that each classroom contains children of
varying strengths and weaknesses, the teacher will have
different expectations and requirements for each child,
both academic and behavioral. Each child is encouraged
to better his or her own performance.

Classrooms are essentially self-contained, w1th possibly
some limited team teaching. Each classroom contains chil-
dren of two grade levels: first and second, third and fourth,
or fifth and sixth.

Option C

Serves children of all abilities who want to take major
responsibility for their own learning. Option C teachers
believe that children need and thrive on a school experi-
ence of bnth structure and freedom.

Students are under the direct supervision of teachers,
either in group meetings or one-to-one, for about two-
thirds of the day. During the other third of the day, the
student is responsible for deciding how to use the time to
accomplish the assigned tasks and to pursue other activi-
ties of interest to the student. New students are given
much guidance in organizing their work for this time.
Learning to use this freedom responsibly is considered to
be an important goal of Option C, and the teachers take
every possible opportunity to help the students develop
an attitude of responsibility and self-direction. Students
entering Option C are not required to be mature and self-
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directed; rather, it is assumed that they and their parents
desire that they work toward achieving that goal within
the setting of the option.

Students do not have desks or assigned seats. They
may move around during their independent work time
but must learn to do this without bothering others as they
work. Likewise, they should be tolerant of others moving
in the room and able to concentrate despite a large variety
of active learning aciivities and movement in the class-
room. Conversation is also permitted during the indepen-
dent work period, but measures are taken to keep this
within reasonable limits. :

A strong emphasis is put on one-to-one guidance and
small group work, but some subjects are taught in larger
groups. All subjects utilize flexible groupings based on chil-
dren's needs. Math and language groups are formed ac-
cording to the skill levels of the children. Grade level is a
strong criterion for determining group placement, but other
factors may necessitate exceptions to this. Social studies,
science, and health are usually taught in large groups.

Option C is based on the following assumptions:
Children learn best those things in which they are inter-
ested, but some things are necessary to learn regardless of
one's interest. Children vary in the levels of skill and sub-
ject matter they need. Individuals vary in learning style,
and thus varied approaches must be used in presenta-
tions. Since children learn best when they develop a car-
ing relationship with their teachers and their peers, activ-
ities should be planned to promote this relationship.

Classrooms include children of two grade levels,
either first and second, or third and fourth, or fifth and
sixth. Each child has access to both rooms and both teach-
ers of his/her level. Team teaching and the development
of teacher specialties is an integral part of the program.

These descriptions show that programs of the various
options will provide variety at each age level. It must also
be noted that variations will occur within the same option
from age level to age level. Much of that variation is due
to the maturity level of the students. Also, some varia-
tions occur between classrooms of the same option at the
same age level due to the style, preference, and per-
sonality of the individual teacher.
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Secondary schools also can be organized to offer parents and
students choices beyond the traditional option of the elective
course. The core curriculum can be structured to offer program
variety in much the same way as in an elementary school. A large
school could be divided into "schools within a school,” with each
of the smaller schools specializing in a curriculum-unifying theme:
for example, the practical arts school, the aesthetic arts school, the
scientific process school, the independent study school, and so on.
The creation of schools within a school should not be a form of
tracking to sort out college-bound studants from those who will
seek technical training beyond high school and those for whom
high school represents the end of study; rather, it should embody
distinctly different ways to organize and facilitate learning.

FAMILY INVOLVEMENT IN THE LEARNER’S
SCHOOL EXPERIENCE

The lead-manager principal of the school for quality learning real-
izes that some —perhaps many—parents or family members wiil
not choose to be involved with the school because, for various
reasons, they do not see the school as need fulfilling. The prin-
cipal leads the school staff to recognize that these family members
are doing the best they know how to do and that they are not
sending the message that they do not care about their children or
their children’s education. The principal encourages the staff to
develop strategies for involving such families meaningfully ir
their children’s education.

Involvement ir a child's school experience does not depend
on direct, active involvement with the school. The school staff
accepts the responsibility to help the student and the family com-
municate about the school experience. Often, a child, when
asked, "What did you do {or what did you learn) in school today?”
replies, “Nothing!” Perhaps the child simply does not know how
to verbalize the experience. The teacher can help the student by
summarizing and prompting: "This is what you did at school
today, and this is what you learned.” This support is important
whether the student has learned to count by two in elementary
school mathematics or dissected a fetal pig in high school biology.

The teacher in the school for quality learning communicates
regularly with families through a brief classroom newsletter that
tells what the class is learning and what is planned for the im-
mediate future. Most important, the newsletter presents some
questions for family members to ask the student. A one-page
newsletter requires little of the teacher’s valuable time, yet the
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potential payoff in family sapport is significant. The newsletter
format can vary, but it should be simple so that information can be
recorded quickly as the week progresses, and it should be consis-
tent so that the readers will become familiar with it and under-
stand the information readily. The newsletter should be sent home
on the same day each week. Figure 9.1 shows a sample format for
a classroom newsletter.

Figure 9.1 Sample Classroom Newsletter

OUR WEEKLY NEWS NOTE

Teacher Week of

What we learned Questions to ask What is planned for
this week . . . your child . . . next week . . .

Special notices:

The newsletter may be handwritten and photocopied, or it
may be generalted on a computer. Usually ti teacher fills in the
newsletter gradually by jotting down major concepts or ideas pre-
sented during the week, along with appropriate questions; often
these questions come from the learners. The teacher also indi-
cates major plans for the coming week. The special notices sec-
tion can alert family members to field trips, special assemblies, or
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classronm, spcakers; request special materials; suggest an out-of-
school activity for the student and family members; indicate a
media event that is relevant to classroom activities; and so on.
Compilation of the newsletter can actually be a student activity,
especially the "what we learned” and "questions to ask” sections.
It may be done by the entire class working together, by a news-
letter committee, or by a single classroom reporter.

To help ensure that students and their families communicate
about school, the teacher follows up by occasionally asking stu-
dents about conversations at home. The class might devote a class
meeting to the question, What did you and a family member dis-
cuss about school yesterday? If it seems evident that student-fam-
ily dialogue is not taking place, the teacher may further assist the
student by suggesting and practicing ways to initiate and sustain
such dialogue. Follow-up with the family is also desirable.

Though the newsletter provides information about the class,
families also need information specific to their children. Nearly
all parents and family members welcome good news from a
teacher. Telling them what their child is learning is imparting
good news. When family members realize that the child is in-
volved in a quality learning experience, they will be supportive of
the school's efforts. They may still be unable to choose to be
actively involved with the school, but they will convey a feeling
of pride in their child and will encourage his or her continued
involvement and success.




CHAPTER 10

Inclusive System of
Support for Teachers
and Learners

The school for quality learning is inclusive: Everyone belongs, is
accepted, gives support, and is supported by others. “Everyone”
includes both adults and learners. William Stainback and Susan
Stainback {1990}, in Support Networks for Inclusive Schooling, state
that “inclusive schooling is the process of carrying out the opera-
tion of supportive schools” {p. 4). That process entails manraging
the classroom and the school as a supportive community where
the needs of all members are met and where each member ac-
cepts responsibility for supporting and helping others to ensure
that those needs are met. In the school for quality learning, every-
one contributes to the effort to develop a total school community
and individual classroom communities that nurture and support
both teachers and learners in the mission of quality learning. An
inclusive system requires support networks for both teachers and
learners. This chapter discusses a system of support for teachers
that includes collaborative service teams, team teaching, and
administrative support services, all of which ultimately affect the
learner and the quality of learning. (Chapter 15 will deal specifi-
cally with a system of support for learners.} Creation of an inclu-
sive system of support involves rethinking th: school’'s adminis-
trative structure, instructional support structure, and special
education structure.
bl
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ADMINISTRATIVE STRUCTURE

The adult element of the school includes people other than the
principal and the classroom teachers. In chapter 4, we recom-
mended redefining middle management positions such as assis-
tant principal, dean, department head, and the like, which are
conceived as operational or communication links between the
classroom teacher and the principal. It is vital for principal and
teacher to have a direct line of communication concerning deci-
sions about curriculum, instruction, discipline, budgeting, evalua-
tion, and staff development. The traditional middle management
positions can be redefined as support positions with the purpose
of helping the principal and the teachers find solutions to identi-
fied problems. Alternatively, the school can be reorganized into
smaller aggregates—"schools within a school”— with each former

middle management administrator assigned a particular group of
teachers.

Administrative Support Service Strateqy

When the school structure is changed to redefine middle manage-
ment as administrative support positions, it is essential to ensure
that such support services do not allow the principal and teacher
to abrogate their decision-making and operational responsibilities,
especially in the critical areas of curriculum, instruction, disci-
pline, and evaluation, as well as in such related areas as budget-
ing and staff development. For example, the teacher must assume
the major role in learner responsibility education and discipline.
A dean or assistant principal in a support role might help by meet-
ing with the teacher and learner as they address a problem behav-
ior and by mediating as the two parties work to develop a plan for
new behavior. Alternatively, the support person might help the
learner develop a plan for new behavior after the teacher and
learner have together identified the problem; this would free the
teacher to resume other activities. The support person might sim-
ply provide a time-out or cocling-off alternative until the teacher
and learner can meet to address the problem. In this capacity, the
dean or assistant principal might formally serve as the in-school
time-out teacher (to be discussed in chapter 16). In any event, the
teacher cannot escape dealing with difficult behavior problems
simply by referring them to the dean or assistant principal, nor
can that individual override the teacher’s decisions.
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As is often the practice, the principal may not assign the
responsibility for evaluating a portion of the teaching staff t. an
assistant principal. The assistant principal might support the prin-
cipal's efforts in evaluation by doing classroom observations, pro-
viding instructional support, arranging for staff development ac-
tivities already agreed upon by the principal and the teacher, and
so on. Although the assistant can help in a variety of ways, he or
she cannot replace the principal in the goal-setting effort and in
the evaluation dialogue with the teacher.

The specific roles of administrative support service staff
members vary, but all embrace the inclusive operational notion
that their mission is to help the principal and the teacher deter-
mine what they want to do and then help them get it done. Ad-
ministrative support staff are valuable human resources who
assist the principal and teacher in finding aiternatives, examining
consequences, investigating resources, and so on. However, they
do not have the authority to dictate policy or practice to either the
principal or the teacher.

School-Within-a-School Strategy

When a school is organized into smailer aggregates, with the for-
mer middle managers assigned specific groups of teachers, each
such group functions as an autonomous unit within the school
and serves a unique group of students. The administrator assumes
the responsibilities of a lead-manager principal for his or her
"school within a school.” One rationale for this type of organiza-
tion lies in the decision-making process recommended earlier.
Some decisions require total staff participation and must be
achieved by consensus. Reaching consensus is challenging in a
small group —extremely difficult in a large group. The practice of
many large schools, which use some form of representative
assembly to make such decisions, co:.:ld be counterproductive in
the school for quality learning. The real value of the consensus
process is very often the protracted discussion that it entails. The
discussion gives each participant the opportunity to hear and ques-
tion various viewpoints. In the representative assembly model, the
commitment to the consensus decision is only as strong as the
weakest representative. Moreover, it is questionable whether each
representative can fully articulate to the decision-making body the
opinions and concerns of the people represented. Likewise, the
representatives may have trouble communicating the spirit of the
agreed-upon decision to all of the individuals they represent.
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Another argument in favor of reorganizing the large school
into smaller units of governance relates to evaluation. To effec-
tively use the evaluation process described in chapter 6, the lead-
manager principal should have no more than 20 to 25 teachers to
evaluate, Further, such reorganization can make it easier to pro-
vide parent/learner choice, as suggested in chapter 9. It can cer-
tainly facilitate the development of an integrated curriculum (to
be discussed in chapter 14), especially when the integrative
nature of the curricular offering defines one or more of the
choices offered to parents and learners.

INSTRUCTIONAL SUPPORT STRUCTURE

Nearly every school has some staff members who can appropri-
ately be categorized as instructional support personnel—for ex-
ample, librarians or media specialists. They assist classroom
teachers in organizing or developing instructional resources, and
taey help learners carry out activities initiated in the classroom.
Other instructional support comes from content specialists who,
particularly at the elementary level, deliver their curriculum to
the learners—commonly in areas such as music, art, physical
education, and foreign languages, and perhaps in drama and com-
puters. The lead-manager principal is aware of the increased im-
portance of support personnel and the increased need for their
collaboration with the classroom teachers, particularly to achieve
an integrated curriculum and to expand the human resources avail-
able to learners. (The latter issue will be discussed in chapter 1%))
Guidance counselors, especially in their nonadministrative func-
tions, also represent a valuable resource to learners, as they can
assist in the pursuit of both quality behavior and quality learning.

Principals also have responsibility for other nonteaching staff
members, such as nurses, secretaries, clerks, custodians, cafeteria
workers, and so on. The lead-manager principal makes clear to
these individuals that they are important contributors to the
school's overall effort. To relieve the classroom teacher of as many
nonteaching responsibilities as possible, the principal will make
sure that those responsibilities are assumed by the appropriate
people. The lead-manager principal involves each staff member
in clearly defining his or her responsibilities, gives each one the
same degree of freedom in fulfilling those responsibilities as the
classroom teacher has in promoting quality learning, and forms
with each one an evaluation relationship similar to the principal-
teacher relationship described previously.
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In many schools, teachers are expected to perform a variety of
nonteaching tasks, which detract from their primary function. In
such schools it often appears that the classroom teacher exists in
part to support the nonteaching positions in the school. Why else
would teachers collect lunch money or take lunch counts? Why
else are teachers burdened with completing administrative re-
ports? Why else would teachers be expected to straighten up
classrooms before they can be cleaned?

In the school for quality learning, every staff member—
certified or noncertified, teaching or nonteaching—is a potential
learning resource person for one or more students. This sharing
of responsibility is ceatral to the development of a community of
learners, and it provides further opportunity for staff members to
gain stature and to meet their own basic psychological needs. Too
often, in attempting to link learners with appropriate resource
people, teachers overlook the hobbies, talents, and special attri-
butes of some staff members. Perhaps the office secretary is the
most knowledgeable computer specialist in the school; the custo-
dian may have the skill to assist a learner in constructing a model
to demonstrate a learning outcome; the counselor may be able to
help design a questionnaire or organize social data; and so on. In
addition to talents and interests directly related to job responsibil-
ities staff members have lives beyond the school. Their personal
interests and special abilities can, if tapped, contribute much to
the total school learning environment.

SPECIAL EDUCATION STRUCTURE

Job titles, labels, and formal and informal role definitions dete:-
mine the ways in which workers behave within the school. In the
school for quality learning there should be no need to label learn-
ers with terms such as learning disabled, gifted, or behaviorally-
emotionally disordered. Likewise, there should be no need to label
teachers as “the L.D. teacher,” “the gifted teacher,” or “the B.D.
teacher.”

The title of a special education teacher often carries a set of
expectations. For example, the “L.D. teacher" usually works in a
separate room; learners must leave their regular classrcoms to
receive services from this teacher, and only the ‘“learning dis-
abled,” identified by the special education staff through a rigorous
process, may benefit from this teacher's expertise. These cir-
cumstances lead to exclusion. The special education teacher is
excluded from the learner’s classroom teacher, the learner’s class-
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room, and the other learners. The learner is excluded from the
classroom teacher, classroom activities, and peers. The real
tragedy of exclusion is the effect on the individual learner; it is
not unlike the acknowledged effect of school segregation on
whole segments of our population. As Chief Justice Earl Warren
noted in Brown v. Board of Education (1954},

Separateness in education can generate a feeling of
inferiority as to children's status in the community that
may affect their hearts and minds in a way unlikely ever
to be undone. This sense of inferiority . . . affects the
motivation of a child to learn . . . and has a tendency to
retard . . . educational and mental development. (p. 493)

Promoting collaboration between classroom teachers and spe-
cial education teachers is a challenge for the lead-manager princi-
pal of the school for quality learning. Historically, there has been
a monumental lack of cooperation between those two groups,
with special educators working in isolation from the rest of the
school, often in a separate facility, and their students separated
from the mainstream school culture. The prevailing attitude of
classroom teachers was that they had no responsibility for special
education students once they had identified those students as
having special needs; students with academic or behavioral needs
that deviated from the average could be better served by a special-
ist who enjoyed a learner-to-teacher ratio far more favorable than
that of the regular classroom. Special educators supported this
same system with their prevailing attitude that learners with spe-
cial needs could not survive in classrooms where they received
inadequate teacher attention. These attitudes were most marked
with regard to students with physical or sensory disabilities.

With the pascage of Public Law 94-142 and the resultant
attempts to mainstream the special needs student into school cul-
ture, these prevailing attitudes often solidified into distrust and
belligerence. Many classroom teachers essentially told the special
education teachers, "Take this kid and fix him, and don't ask me
to take him back until he can function properly. I cannot spend
the necessary time with this student when I bave 25 other kids to
teach. You work with him individually or in a small group. That is
too different from what he experiences in the classroom.” The
special educator often took the position with the classroom
teacher, "This kid could easily be successful in the classroom if
you would adapt the materials to her level and adjust your expec-
tations to support and challenge her appropriately.” Too often, the
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supposed cooperation between the classroom teacher and the spe-
cial educator was actually an unresolved conflict of opposing
philosophies and a general distrust that clearly did little to sup-
e port the learner. If the cooperative venture did help the learner, it
) was usually because either the special educator or the classroom
teacher acquiesced to the other's judgment "for the good of the
ol student.” Though recent years have seen some attempts at collab-
oration between special education teachers and classroom teach-
ers, these attempts typically have meant fitting learners into the
existing coercive system instead of designing a support system
= | that would enhance the learners’ ability to get their needs met.
A In the school for quality learning, the special education teach-
: ers' job titles and responsibilities are redefined. Deming's {1986)
Point 9 {break down barriers between staff areas) provides the
rationale for this important restructuring. These specialists be-
come support workers who no longer confine their activities to a
separate room but rather provide support to other teachers
L through modeling, consultation, coteaching, collaborative prob-
lem solving, and inscrvice training. They also continue to provide
strong support to learners who need it, but not in isolation from
L the classroom and its learning activities.

o Breaking down the barriers between the special education
— teacher and the classroom teacher creates a collaborative environ-

ment in which they may combine resources to help improve the
quality of service and thus the quality of learning. This redefini-
tion means that every learner is in a classroom that is sensitive,
flexible, and adaptive to his or her unique needs. It means that all
learners have the freedom of choice they need to get their individ-
ual needs met and that all receive the support and assistance they
need for quality learning. It means that no learner is excluded
from the expectation of quality learning.

COLLABORATIVE SERVICE TEAMS

School staff members whose responsibilities require special certi-
fication, such as counselors, social workers, psychologists, special
education teachers, teacher aides, and the like, must be expected
to work with classroom teachers according to a colleague consulta-
3 tion model. In this approach, characterized by consensus decision
making, professionals involved with a single learner are a team
whose services are focused on the learner and are ccordinated
toward a common purpose. Team members support one another
so the learner can realize the maximum benefit of their collective
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efforts to support the learner's venture into quality learning ac-
tivities.

In most schools, the learners served by such teams are those
who frequently or consistently exhibit unacceptable behavior, dif-
ficulties with learning activities, or difficulties with both behavior
and iearning. The lead-manager principal knows that these learn-
ers pose the greatest challenge to the fulfillment of the mission of
the school for quality learning. For this reason, the principal will
become part of the teams that work with these learners. Too often,
each of the specialized service providers works with a learner in
virtual isolation from the other professionals involved with that
learner. The true outcome, if not the goal, of such an approach
appears to be to help the learner simply survive in the system, to
achieve the minimal success needed to continue. This is not an
acceptable outcome in the school for quality learning.

In the school for quality learning, team members collaborate
to plan for each learner who is experiencing difficulties in the
classroom or in school life. The team {which in Deming's termi-

nology would be a QC circle) raises questions such as these to
facilitate the planning process:

1. What is the learner’s picture/dream/want for himself
or herself? What does the learner want to do?

. What is the team'’s picture/dream/want for the learner?
What does the team wanl the learner to be able to do?

3. What is the learner doing?
. What is the team doing?

. Is what the learner is doing helping the learner
achieve quality?

. Is what the team is doing helping the learner?
. What are the learner’s strengths?
. Which of the learner’s needs are not currently being met?

. How can the team support the learner in getting
these needs met?

. What must the team do to make this happen?
. How will it be done?
2. Who will do what?

3. When and where will it be done?

9 ,
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All certified personnel in the school for quality learning col-
laborate with classroom teachers in planning, service delivery,
and the continual effort to improve learning opportunities for all
learners. The diversity of the learners requires educators to chal-
lenge their isolated working routines of the past. Professional
collaboration breaks the cycle of exclusion, allowing staff mem-
bers to utilize their expertise in a planned, coordinated way that
yields quality results that individual efforts would not produce.
Such collaboration may improve the adult-to-student ratio in any
given classroom and result in an exchange of professional skills.
Collaboration maximizes educators’ potential to ensure quality
learning for all learners. In addition, it creates a sense of belonging
and empowerment. As staff members work together, they are lis-
tened to, affirmed, and respected; they have a sense of mutual car-
ing and are supported in their efforts to achieve common goals.

CONCLUSION

The lead-manager principal, pursuing the mission of quality
learning for each learner, recognizes that the classroom teacher
plays the key role in the accomplishment of that mission. The
principal realizes that the school's entire adult element must be
organized to support the teacher's efforts to facilitate quality
learning for each learner. The principal understands that the way
in which this support is organized and delivered can significantly
affect the school climate. Staff members who must constitute the
support system for the classroom teacher all have needs to be met
in the workplace. It is unlikely that they will obtain satisfaction if
they see their roles as secondary. The lead-manager principal
facilitates working relationships and maintains the focus on the
learner. The inclusiveness and the attitude that “we are all in this
together” have one purpose: to engage students in quality learn-
ing. Every staff member's role is critical to that purpose; if it is
not, it should be redefined or eliminated.




CHAPTER 1

Understanding the
System: District
Responsibilities

According to Pat Dolan (1991}, a prominent labor management
) consultant who spoke at a seminar sponsored by the American
% Association of School Administrators, a growing number of orga-
i nizations are recognizing that much of the loss of the competitive
A edge is traceable to organizational principles and practices that
o have resulted in loss of quality and productivity. A top-down pyra-
mid model has been applied universally for organizing people in
work settings. The roots of this system are deep in our culture. It is
the embodiment of the industrial worldview, and education has
not escaped its influence. School districts exhibit a top-down pyra-
mid organization; typically, each school in the district mirrors that
same organization, and each classroom is similarly structured.

THE TRADITIONAL TOP-DOWN PYRAMID

The traditional organizational, or top-down, pyramid, illustrated
in Figure 11.1, puts people in charge at the top and gives them the
— authority and responsibility to control the human and technical
systems below. The structure is operationalized through layers of
A people down through the organization, with each layer having
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Figure 11.1

The Top-Down Pyramid

Top down Union, manage-

ment, and board

unintegrated
Authoritarian Nonlistening
Gridded
(controlling Quantitative
middle)
Individual Short-termed

versus team

Powerless, uninformed. little problem

solving or decision making

Note. From The Pyramid Organization, by W. P. Dolan and Associates,

1991, Overland Park, KS: Author. Copyright 1991 by W. P. Dolan and
Associates. Reprinted by permission.

less authority than the one above. The resull is a top-down, au-
thoritarian hierarchy, controlled from above and responded to
from below.

The system is further defined and refined by "gridding,” the
creation of functional departments in the middle of the system.
The grids, or departments, represent specialties—business or fi-
nance, curriculum, staff personnel, pupil personnel, mainte-
nance, special education, technology, special programs, and so on
—that perform specific tasks within the system. The departments
develop relatively well-defined boundaries, and cach is encour-
aged to maintain tight control over its piece of the system.

The structure tends to be "nonlistening” because it is assumed
that the intelligence and talent to achieve goals, to structure and
guide work, and to solve problems increases as one moves up the
pyramid. In addition, the system tends to be characterized by
poor communication in all directions. Information from the top
consists primarily of commands and demands. The amount of
downward-flowing information decrcases as one moves toward
the bottom because of the need-to-know principle and the ten-
dency to withhold critical data for fear that emiployees will misuse
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it. Information does not move up the system well because infor-
mation from below tends not to be valued and the layers and grids
have a filtering, protective effect. The same “filter” also inhibits
the movement of information across the grids and across the lines
at lower levels in the system.

Within this traditional structure, management tends to have a
short-term, crisis-oriented time frame in which efforts are moni-
tored and judged on the basis of immediate results. Daily, weekly,
monthly, quarterly, even annual reports—regardless of medium to
long-range direction—become the driving force. In this system,
rewards and punishments are fairly narrowly defined. They
include so-cailed positive motivators, in the form of money and
benefits, and so-called negative motivators, in the form of lack of
advancement or even loss of job. There are rarely any conven-
tions for recognizing employee contributions that relate directly to
job responsibility.

Very often, superimposed on this pyramid is a labor/manage-
ment model of confrontation, distrust, and poor communication.
To a slightly lesser degree, these same behaviors or attitudes of
confrontation, distrust, and poor communication are exhibited
toward everyone outside of the pyramid, especially the commu-
nity and the parental clientele.

The pyramid structure has proven to have several debiiitating
characteristics. First, in the classic top-down hierarchy, people at
the top have great difficulty hearing and learning from the people
below. Second, because of the control and punishment mecha-
nisms and the heavy reliance on quantitative information as the
only basis for success, top managers are not able to get good qual-
ity and broad data from below. Often this structure and its value
system not only fail to encourage but actually discourage team in-
tegration across the grids. This lack of integration, combined with
the power/control focus at the top, means that those in the middle
of the system share little information and invest considerable
energy in protecting turf. The middle monitors and hoards infor-
mation moving down the system, thus creating an information
deficit at the lower levels. The middle also filters the information
moving up the system and transmits upward only that informa-
tion which conforms to the principles of obedience and success.
The structure is unwelcoming and often adversarial to those out-
side it. It shares information selectively with outside audiences.
Thus, a school does not typically fully inform parents or commu-
nity about its processes, procedures, or goals.

Workers in such a system, be they teachers in the school or
learners in the classtoom, expend only enough ¢nergy to perform
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their specific functions and, at first sight, do not appear to care
deeply at-out either productivity or the quality of the product.
However, according to Dolan {1991}, it is important to distinguish
between not caring and not appearing to care. He maintains that
the traditional structure gives workers little opportunity to dem-
onstrate their skill, experience, or concern; as a result, they ap-
pear not to care. However, most organizations that have altered
the pyramid to involve the workers more deeply in the determi-
nation of the work and the work setting have found that the
workers do, in fact, care a great deal.

The school system, the school, or the classroom will not take
kindly to being characterized as a pyramid. Every system, school,
and classroom would prefer to believe that its structure is more
responsive to and more accepting of its workers. But boss man-
agement is the pyramid organization operationalized, and change
is difficult. However ineffective the pyramid organization may be,
it has vast powers to preserve itself. The lead-manager principal
understands this fact and uses it in facilitating the changes re-
quired for the school to become a school for quality learning. The
school, however, is not an island. Nearly all schools are part of a
larger organization—the school district. What happens (or does
not happen) in the district affects the school. The lead-manager
principal of the school for quality learning, understanding this,

seeks and accepts district responsibilities with two basic purposes
in mind:

1. To use every opportunity to persuade others in the district
to accept the mission of quality learning for each learner

2. To help prevent the district from develoging policies and
procedures or issuing demands that, when implemented
as required, would hamper the development of the school
for quality learning

The lead-manager principal becomes involved in district activi-
ties at every possible opportunity because nearly every school dis-
trict is organized on the top-down pyramid model, with district
level administrators of the boss-manager type. The principal under-
stands that the classic boss-manager behavior is to withhold or
manipulate information in order to maintain control. The principal
needs a thorough understanding of the district to advocate ef
fectively for the staff and program of the school for quality learning.

The lead-manager principal seeks out information—even hid-
den information—and shares it with the school staff. Principal
and staff cooperate to ensure adequate representation of their
school in any district endeavor —be it a texthook adoption commit-
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tee, a curriculum committee, a committee to develop districtwide
discipline standards, a committee to specify learning outcomes, an
ad hoc committee of the governing board to study long-range
plans for the district, and so on. Representation is crucial if the
school is to accomplish the two purposes for district involvement.
Early involvement is especially crucial to the second purpose
identified—to have significant input into policies and procedures.
The principal and staff should view each interaction with the dis-
trict as an opportunity to build relationships with others in the
district while negotiating to achieve the goals of the school for
quality learning.

Roger Fisher and Scott Brown (1988), in Getting Tbgether:
Building Relationships as We Negotiate, say that successful negotia-
tion depends on building a relationship that can deal well with
differences. In developing the school for quality learning, the
lead-manager principal must foster relationships that deal well
with differences. Fisher and Brown outline the elements that con-
tribute to this.

Balancing reason and emotion helps. "We need both rea-
son informed by emotion and emotion guided and tempered by
reason. This balance between logic and emotion is a practical
definition of working rationality” (p. 9}.

Understanding helps. “If we are going to achieve an out-
come that will satisfy the interests of both . . . and leave each of
us feeling fairly treated, we will need to understand each other's
interests, perceptions, and notions of fairness . . . the better we
understand each other, the better our chance of creating a solu-
tion we can both accept” (p. 10).

Good communication helps. "The more effectively we
communicate about our differences, the better we will under-
stand each other's concerns and the better our chances for reach-
ing a mutually acceptable agreement. . . . And the more we be-
lieve the other side has heard and understood our views, and we
theirs, the more likely we will feel that an agreement is fair and
balanced” {p. 10).

Being reliable helps. "Well-founded trust, based on honest
and reliable conduct over a period of time, can greatly enhance
our ability to cope with conflict. The more honest and reliable we
are with respect to each other, the better our chance of producing

good outcomes” (p. 11}.
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Persuasion is more helpful than coercion. ‘At one ex-
treme, I can try to inspire your voluntary cooperation through
education, logical argument, moral persuasion, and my own ex-
ample. At the other extreme, I can try to coerce you by worsening
your alternatives and by warnings, threats, extortion, and phys-
ical force. The more coercive the means of influence, the less like-
ly it is that the outcome will reflect both of our concerns, and the
less legitimate it is likely to be in the eyes of at least one of us. The
less coercive the modes of influence, the better our ability to
work with each other” (p. 11).

Mutual acceptance helps. "Feeling accepted, worthy, and
valued. is a basic human psychological need. Unless you listen to
my view, accept my right to have views that differ from yours,
and take my interests into account, I am unlikely to want to deal
with you. And if we do not deal with each other, we will not even
begin to resolve our differences” (p. 12).

The lead-manager principal avoids taking a confrontational
approach, choosing rather to educate others to develop an under-
standing of what constitutes quality learning. Consistently advo-
cating for teachers and learners, the principal influences district
policy and practice by frequently asking, “Will what is being pro-
posed improve teachers’' abilities and opportunities to provide
quality learning experiences for all learners?” and "Is what is
being proposed good for all learners?"

On the other hand, especially early in the development of the
school for quality learning, it is important not to alienate the dis-
trict level administration or the other district schools by being too
zealous in pursuit of the first purpose—to win others to the cause
of quality learning. The lead-manager principal recognizes that
change in any part of the pyramid threatens stability in every
other part. Change can b: threatening, even to those who see a
need for change: They may fear that they will have a certain
change imposed on them rather than having the opportunity to
design their own destiny. If one understands the pyramid struc-
ture, one knows that this fear is not unfounded. The l:ad-
manager principal fully understands the need for effective work-
ing relationships, has the skills to disentangle relationship issues
from the substantive issues of the school for quality learning, and

is consistently and unconditionally constructive in thoughts and
actions.




CHAPTER 12

Behaviors Beyond
Effective
Management

As stated previously, the literature on effective schools strongly
suggests that an effective principal is a key determinant of a
school's effectiveness. That literature indicates that an effective
school is characterized by a clear, agreed-upon mission; a healthy
school climate; a consistent and positive program for managing
learner behavior; a cooperative, family-like atmosphere with a
sense of community; a minimum of classroom interruptions; pa-
rental involvement in learner learning; and adequate facilities,
materials, and learning resources. The school for quality learning
has these characteristics. These characteristics, and the role of the
lead-manager principal in organizing the school for quality learn-
ing in these important dimensions, were detailed in chapters 5
through 11.

Robinson (1985), reviewing the literature on school effective-
ness, identified the following nine elements characterizing effec-
tive principals.

Assertive instructional role. Effective principals are in-
volved in their schools' learning programs and provide vision and
leadership for the design and implementation of those programs.
The principals are heavily involved in the assessment of program
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needs, in the coordination of programs, and in the selection and
evaluation of staff.

Goal and task orientation. Effective principals are goal and
task oriented—in other words, action oriented; they take creative
approaches to program development, modification, and refinement.

Good organization. Effective principals are personally well
organized, create workable yet flexible organizational structures
in the school, and demonstrate skill in delegating responsibility to
others. These principals achieve balance between strong personal
leadership and maximum autonomy for teachers.

High expectations for staff and students. Effective princi-
pals set and communicate high expectations for staff, learners,
and themselves. The principals maintain an unobstructed view of
their schools’ mission and emphasize dedication and hard work.
They seek and promote greater initiative on the part of all mem-
bers of the school community.

Well-defined policies and procedures. Effective principals
have effective in-house communication, and policies are well de-
fined and written down. Each element of the school community
knows what is to be achieved and what everyone’s responsibili-
ties are.

Classroom involvement. Effective principals frequently visit
and observe classrooms. These visits, both of a casual drop-in
variety and with a preconceived purpose such as staff evaluation
or instructional assessment, allow principals to assess classroom
needs and understand what assistance would benefit the teach-
ers. The principals use classroom visits as an opportunity to inter-
act with learners, especially in the context of learning activities.

High visibility and availability to students and staff.
Effective principals interact often with learners throughout their
schools and assume leadership in providing services for learners
and in helping individual learners to achieve. These principals are
responsive {o learner and staff input.

Strong support for the teaching staff. Effective principals
support teachers’ classroom efforts and minimize external disrup-
tions to the learning process. These principals are skilled in sup-
porting tcachers and in providing an environment in which they
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can function effectively. These principals also promote staff devel-
opment toward the fulfillment of their schools’ mission.

Good parent and community relations. Effective princi-
pals exhibit good public relations skills in communicating with
parents and community members. They possess high verbal flu-
ency, know how to adjust communication style and substance to
the audience, are at ease with the audience, and avoid educa-
tional jargon. These principals tend to be informal in personal
communication and use a variety of communication vehicles,
such as newsletters, flyers, meetings, open houses, phone discus-
sions, and so on. An open-door policy prevails in their schools.

The principal of the school for quality learning must exhibit
these nine elements of effective management to an extraordinary
degree. The realization of the school's mission depends in great
measure upon the principal’s abilities in these dimensions. For the
lead-manager principal there is also an added set of expectations.
Although the job responsibilities of the lead-manager principal
may not in general vary from those of any effective principal, the
strategies, organizational mechanisms, and interactions for meet-
ing those responsibilities are very different. These differences re-
quire the cultivation and refinement of specific attitudes and
behaviors. Some of these attitudes and behaviors are very different
from those usually expected of a principal; some differ only in
degree, but the difference in degree is crucial. The following are
attitudes and behaviors essential to the lead-manager principal.

Understanding of quality. The lead-manager principal must
have an internalized, intuitive understanding of the psychological
framework of quality. He or she knows and uses reality therapy
and understands control theory as it applies to education.

View of power. The lead-manager principal, like everyone,
has a need for power. The principal's position is one of recognized
power. The lead-manager principal perceives power as the free-
dom from being told by others what to do rather than perceiving
power as the ability and status to tell others what to do. The prin-
cipal develops the art of persuasion and challenge in urging others
to grow and develop.

Listening. The lead-manager principal listens equally care-
fully to all elements of the school, analyzes the messages received,
acknowledges both the message senders and the messages, and
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communicates in a manner that conveys an understanding of
each message. If the message is a call for action, the principal
either acts and makes certain that the sender knows of the action
or lets the message sender know why no action was taken. Such
communication must be timely. This behavior contrasts with that
of the typical boss manager, who tends rot to listen and not to
acknowledge communication from lower echelons of the organi-
zation.

Questioning. The lead-manager principal has highly de-
veloped and diverse questioning skills. Questioning is essential in
assisting othe:s in the self-evaluation/planning process discussed
in the context of reality therapy. Highly developed questioning
skills allow the principal to influence behavior without dictating
behavior.

Consistency. The lead-manager principal’s observable per-
sonal behavior is the primary mode for communicating high ex-
pectations and demonstrating desirable behavior to others in the
school community. The principal is constantly aware of and con-
cerned with the congruency and compatibility of his or her verbal
messages and overt actions.

Mediation. The lead-manager principal knows that, in a
people-dominated organization like a school, conflict is inevitable.
Because the principal is called upon to mediate disputes between
staff members, between learners, between staff and learners, and
between parents and staff, he or she must understand conflict
and be well-versed in conflict resolution strategies. The lead-man-
ager principal views conflict as a positive opportunity for the con-
flicting parties to grow.

Avoidance of adversarial confrontation. The lead-man:ger
principal avoids confrontation because the adversarial stance
diminishes cooperation and has a detrimental effect on the
achievement of the school’'s mission. Glasser {1990} maintains that
lead managers try to keep rules to a minimum because they know
that, whenever they are put in the position of enforcing rules, they
become the adversaries of the rule breakers. The lead-manager
principal will be a rule reducer rather than a rule generator.

People orientation. The lead-manager principal is goal and
task oriented, and focused on the fulfillment of the school's mis-
sion. At the same time, the principal strives not to allow this
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strong focus to diminish his or her accessibility to any member of
the school community. The lead-manager principal understands
that the development of a personal, caring relationship with each
individual is necessary to the development of a school for quality
learning. There is no professional role higher than that of friend.

Support. The lead-manager principal, in the knowledge that
each member of the school community is doing the best that he
or she knows how to do, accepts the performance and supports
the performer. The principal uses nonconfrontational questioning
to challenge the individual to choose and develop behaviors that
are of higher quality. When a behavior is clearly unacceptable,
the principal skillfully distinguishes the behavior from the person
by demonstrating acceptance of the person while asking him or
her to reject the unacceptable behavior.

Involvement as resource person and linkage agent. The
lead-manager principal knows individual staff members' prob-
lems and concerns as well as the distribution ot strengths among
the staff. The principal is also knowledgeable about potential staff
development resources, both within and outside the school dis-
trict. In providing and promoting staff development activities, the
principal can serve as a résource person in the growth endeavors
of a staff member if he or she has the appropriate knowledge and
skills and if the staff member has a comfortable trust relationship
with the principal. In other instances, the principal can best facil-
itate staff development by linking staff members with other re-
source people or places. The principal understands that even
when he or she possesses the knowledge to be an effective re-
source, it is important to consider the comfort level that exists in
the relationship. For example, a teacher may genuinely desire to
improve the classroom mathematics program, and the principal
may be a mathematics expert. However, the teacher may not be
willing to reveal what he or she perceives as a professional weak-
ness to a supervisor. Another teacher might be a more effective re-
source person because that teacher is perceived as less of a threat.
In brief, the fit of personalities between the helper and the person
to be helped is an important consideration in staff development.

Risk taking. The lead-manager principal, in collaboration
with the staff, will continually evaluate and strive to improve the
school program. Change is an expected feature of the effort to
make the school a place of quality learning for each learner. The
principal encourages innovation and experimentation in keeping
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with the school philosophy, as well as with district policy and the
laws of school governance. When a seenugly reasonable solution
to a problem or a promising idea for addressing a concern sur-
faces, the lead-manager princinal does not seek permission for the
school to develop and implement an action plan; rather, he or she
sanctions the plan and promotes its development and implemen-
tation. The principal realizes that the district power structure will
likely be resistant to change and discourage the development of a
new idea if its permission is sought. If the idea or plan is clearly
contrary to current policy or law but the school community sees it
as desirable, the principal will lead an effort to change the policy
or law. Deming (1986) charges management with the responsibili-
ty to change the system.

Visiorn. The lead-manager principal maintains an unob-
structed view of the school's mission, is thoroughly knowledge-
able about changes currently under way, and is aware of further
changes required to realize the mission. The principal is a prob-
lem finder and a problem solver with a thorough understanding
of the school as a social system. A keen sense of timing tells him
or her when to urge forward movement and when to allow cur-
rent efforts to come to fruition.

As we noted earlier, it is not impossible for a boss-manager
principal to succeed in developing many of the essential charac-
teristics of an effective school. That school will then likely be
judged effective because it has improved on its own previous
record or because it surpasses other schools. Still, it is possible
that a high percentage of that school's learners are not engaged in
quality learning. Quality work and quality learning are different
notions; one can produce a quality product (work) by repeatedly
doing the same activity well, whereas quality learning requires
one to engage in growth activities and to aspire to do all things
well—new «nd old alike. Moreover, the expectation for the school
for quality learning is not merely that the student body as a whole
will perform at a higher level but rather that each learner will par-
ticipate in quality learning.

Only a lead-manager principal can lead a school to become a
school for quality learning for each student. The structures and
measures outlined here in Part 2 represent an extraordinary de-
parture from traditional school organization and an extraordinary
change in the principal’s responsibilities and performance modes.
If the school is to become a school for quality learning, all rem-
nants of hierarchical structure and authoritarianism must be re-
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moved. Trust must underlie the operations. The employee time
cards or sign-in, sign-out sheets must disappear, to be superseded
by the concept of the prefiisional day. Each employee's responsi-
bilities are crucial to the organizatior's effort to provide quality
learning for each learner. All employees are expected—aud trusted
—to meet the highest standards of which they are capable. They
are not merely doing “"the best they can do"; they are making
what they understand to be their specific contributions to the en-
tire mission. Facilitating and orchestrating this endeavor is an
awesome task for the lead-manager principal; it would be an
impossible task for a boss manager.
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CHAPTER 13

Overview: The
Classroom for
Quality Learning

In Part 2, the emphasis was on managing the school for quality
learning, and the focus was on the school principal as the non-
coercive lead manager; in that context, the teacher was the work-
er. In Part 3 we will emphasize the classroom and focus on the
teacher as the noncoercive lead manager of the learning environ-
ment; in that environment, the student learner is the werker.

The management of the classroom for quality learning is the
primary dimension of the school for quality learning. A school
will not be a school for quality learning until each learner partici-
pates fully in the goal of quality learning; that goal cannot be
achieved until each classroom is a classroom for quality learning.
The expectation of full participation by each learner radically
changes the mission of the school and, consequently, the respon-
sibilities of the teacher as manager of the learning environment.

Western culture either is in the midst of or has already made
a paradigm shift away from an industrial worldview toward an
information- and knowledge-based worldview. The industrial
worldview stresses repetitive thinking and labor: Individual
needs are subordinate to production requirements, and personal
centribution is subordinate to structured order. Under this view,
the self is relatively simple and is largely shaped by social influ-
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ences; education emphasizes the collective and the willingness to
follow the guidelines of peers and traditional authorities. This is
the view according to which nearly every school is organized.
Mission statements or school district goals might suggest other-
wise, but an examination of the actual operation of schools and
classrooms will reveal that they reflect the industrial worldview.
Most of the tactics and strategies of the education profession are
based on a view of the learner as ward— the (it is hoped) properly
grateful recipient of curricular downloads. The education of each
learner is controlled by parents and community. Community is
represented by the school board that establishes policy, along
with state and federal mandates, to be implemented by the pro-
fessional staff. Parents exercise their choices by deciding where to
reside and by selecting options provided within a school.

In contrast, a knowledge-based worldview stresses rapid
change and innovative thinking and work. Satisfaction of individ-
ual needs is meshed with socially desirable results, and personal
contribution is meshed with societal welfare. In this view, the self
is relatively complex and is formed independently from within;
education emphasizes the individual and the willingness to col-
laborate with peers and traditional authorities. The mission of
education is no longer to produce the like-minded learners re-
quired under the industrial worldview. It becomes, rather, to en-
courage and support functionally unique individuals. Education is
controlled by the learner —the customer of the school. The age of
knowledge requires new, appropriate, and timely educational
services and customer-oriented school cultures. The systemn must
respond to the needs of its customers.

Many current school reform efforts are still focused on learn-
ers in the aggregate. Policymakers consistently urge greater rigor
in current practices and greater accountability (through testing]
for outcomes. This approach was lent credibility by the National
Commission on Excellence in Education {1983] in its report A
Nation at Risk. However, the important questions about learning
and about quality cannot be answered in the aggregate; they can
only be addressed by and for the individual. Quality in learning is
not about requiring learners to work longer and harder at what
they have been asked to do in the past.

The lead-manager teacher in the school for quality learning
creates a learning environment that corresponds to the knowledge-
based worldview. Following are the features of that environment:

1. It affords diversity, novelty, and openness to stimulate
curiosity and exploration.
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. It provides options both within and beyond the classroom

and the school, and it most certainly involves new players
in the education of the learner as the truth that learning
occurs everywhere, not just “in school,” is recognized.

. Tt is learner-centered, featuring personalized experimental

and experiential learning opportunities.

. It stimulates teamwork, flexibility, and problem solving.

. It frees and/or teaches learners to think creatively, critically,

and evaluatively.

. It increases accountability for everyone and engages all

in decision making.

. It promotes cooperation, social conscience, and group

interaction

. It encourages risk taking and stresses the use of skills

necessary to adapt to and to bring about change.

In this environment, the focus is more on outcomes than on in-

puts. Outcomes are significant and relevant both to the learner and
to society. Outcomes are viewed in terms of skills and abilities in
which learners are required to demonstrate quality achievement.
Following are some examples:

1.

Ability to communicate effectively with all members
of a multicultural, diverse society

. Facility in social interaction

. Self-esteem

. Analytical capabilities

. Problem-solving skills

. Intellectual open-mindedness

. Skill in making value judgments and decisions

. Skill in creative expression and in responding

to the creative work of others

. Civic responsibility

. Acceptance of, appreciation of, and respect for others

in a multicultural world

. Responsible participation in a global environment
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12. Skill-in developing and maintaining wellness
13. Skill in using technology as a tool for learning
14. Skill in life and career planning

15. Ability to function effectively in ambiguous and
uncertain conditions

16. Ability to resolve conflicts through negotiation
and mediation

These or similar outcomes ensure that learners {a} become
self-directed in the pursuit of learning; (b} apply problem-finding,
problem-solving, and decision-making skills; (c) master communi-
cation and group interaction skills; {d) express themselves crea-
tively, proactively, and responsibly; (e} use the skills necessary to
adapt to and/or to bring about change; (f) enhance and sustain
their self-esteem; and (g) demonstrate concern, tolerance, and re-
spect for others.

The outcomes of quality learning are significant and broad. It
follows that one would be foolish to assume that any single cur-
riculum, program, or strategy should be required. That would run
counter to the view of the learner as the customer of the school.
Variety and learner involvement are hallmarks of the school for
quality learning. The lead-manager teacher will create an individ-
ualized learning environment that empowers each learner and
provides each the opportunity to develop the following talents:

1. Responsibility: The facility to exercise personal freedoms
without infringing upon the freedoms of others

2. Self-direction: The ability to choose personal goals and
to design strategies for attaining thcse goals

3. Decision making: The skills and thinking abilities to choose
among alternatives by examining the probable consequences
and implications of various choices

4. Self-awareness: The acceptance of one's own humanity
and the development of an appreciation for the humanity
of others

5. Critical thinking: The use of convergent, divergent, and
evaluative thinking skills to define and solve problems

6. Knowledge utilization: The ability to collect, process,
and utilize data to make sound generalizations
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7. Learning style: The ability to find one's most effective learn-
ing mode and to develop the skills to enhance that mode

QT
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- 8. Self-evaluative skill: The ability to learn to use information
5 about one's own behavior and the behavior of others
. in order to design new behaviors

This notion of talent development is fundamental to the
school for quality learning. Each learner is capable of developing :
all of the talents just listed. Moreover, each one has unique talents A
and is capabie of further developing that uniqueness.

The lead-manager teacher has two major responsibilities,
which are sometimes distinct but are more often closely inter-
twined. The teacher both creates the environment and facilitates
learning within that environment. Thus, the teacher operates
both on the environment and within the environment. He or she
must understand the nature of learning and the impact of the
environment on learning.

Rogers (1969) characterizes the learning process in a way that o
is highly relevant to the school for quality learning:

1. Human beings have a natural potentiality for
learning. . . .

2. Significant learning takes place when the subject
matter is perceived by the learner as having relevance
for the learner's own purposes. . . .

3. Learning which involves a change in self-organization —
in the perception of oneself —is threatening and tends to
be resisted. . . .

4. Those learnings which are threatening to the self are
more easily perceived and assimilated when external
threats are at a minimum. . . .

5. When threat to the self is low, experience can be

i perceived in differentiated fashion and learning can
a proceed. . . .
i 6. Much significant learning is acquired through doing. . . .
e 7. Learning is facilitated when the learner participates
K responsibly in the learning process. . . .
R 8. Self-initiated learning which involves the whole person

of the Jearner —feelings as well as intellect—is the most
lasting and pervasive. . . .

AU




156 CHAPTER 13

9. Independence, creativity, and self-reliance are all
facilitated when self-criticism and self-evaluation are
basic and evaluation by others is of seconZary
importance. . . .

10. The most socially useful learning in the modern
world is the learning of the process of learning, a con-
tinuing openness to experience and incorporation into
oneself of the process of change. . . . {pp. 157-163)

These notions about learning will guide the lead-manager

teacher in developing the learning environment. Following is a
description of that environment:

1.

The learning environment is designed to provide all individ-
uals with opportunities to meet their needs. The lead-manager
teacher proactively constructs, modifies, redesigns, and
redefines the environment toward this end.

2. The learning environment is fluid and flexible in design so

that the learner and/or the teacher may adjust it to fit the
learner, rather than expecting that the learner’s behavior
and needs must be modified to fit the environment and/or
the teacher.

. The learning environment provides activities that allow

both the learner and the teacher to learn about themselves
—to assess their strengths and weaknesses, their goals and
aspirations, their beliefs and values, their successes and
failures, and their thoughts and feelings. Further, it gives
them opportunities to share what they know about them-
selves. Learning about oneself and others is valued highly.

. The learning environment is designed to foster, encourage,
demand, and utilize cooperation.

. The learning environment is psychologically safe for the

learner and the teacher. Both must feel free to take risks,
explore, inquire, create, discover, think, value, share,
receive, give, succeed, and fail.

. The learning environment is open-ended. Questioniny is

valued perhaps more than answering. Each learner is seen as
capable of uncovering his or her own answers. Knowledge is
viewed as dynamic, not static.




The Classroom for Quality Learning 157

. Though the physical and malerial resources may be modest,
the learning environment is rich in human resources. The
learning environment is the sum of the human interactions
within—no more, no less. Activities are designed to make
maximum use of all those human resources.

The environmental design of the classroom is of utmost im-
portance because the environment either will afford the teacher
the freedom, flexibility, and tools to facilitate each learner’s ef-
forts toward quality or will stifle and frustrate the efforts to indi-
vidualize learning opportunities. Still, even a dynamic and near-
ideaj environment will not result in quality learning if the teacher
does not understand the psychological framework of learning and
assume proactively the responsibility to facilitate learning.

In the school for quality learning, the relationship between the
teacher and the learner is crucial. In making operational the no-
tion of learner as customer, the challenge is to ensure that all learn-
ers become fully engaged in learning activities that are relevant
and challenging to them. To facilitate learning skillfully, the lead-
manager teacher mwust know each learner intimately, and each
learner must know and trust the teacher. Such knowledge and
trust develop only with time. A school for quality learning will
seek ways to optimize the development of the knowledge and trust
relationship between learners and teachers. To do so, the school
must address at least two issues in its organizational design:

1. The initial matching of learners and teachers should ensure
an acceptable match. Personality types and learning or
teaching styles should be considered in the assignment of
learners to teachers. Allowing learners and/or parents to
exercise choice, as suggested in chapter 9, is one way to
increase the likelihood of good initial matches.

. Once a favorable match is achieved, it should be nurtured
over time. The knowledge/trust relationship, even in initially
good matches, lakes time to materialize. For the relationship
to yield the best results in terms of quality learning, it should
last as long as feasible. At present, however, the organization
of most schools imposes considerable time constraints: Either
|a) the learner spends short periods each day with different
teachers (secondary school organizational scheme) or (b) the
learner is in a self-contained classroom and has a new teacher
cach year {elementary school organizational schemel.
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Different organizational strategies create better conditions for
the teacher-learner relationship to flourish. Interdisciplinary teams
of learners and teachers who work together for long periods each
school day extend their opportunity to become well acquainted
and attuned to one another's needs. Multiage groupings that let
teachers and learners stay together for more than a single year like-
wise strengthen their relationships.

The mission of the teacher in the school for quality learning is
to facilitate the full participation of each learner in quality learn-
ing. There is no more important role in the school. The lead-
manager teacher demonstrates that he or she has the ultimate re-
sponsibility for quality learning but has no autherity to dictate to
the learner either what to learn or how to learn. The teacher de-
velops with each learner a relationship of mutual trust that is
open, warm, caring, pirasant, and accepting. A crucial responsi-
bility of the lead-manager teacher is to communicate high expec-
tations to each learner and to support and challenge each one in a
way that engages him or her in quality learning.

In the school for quality learning, many of the teacher's re-
sponsibilities in the classroom parallel the responsibilities of the
lead-manager principal. Just as the principal involves the teacher
in decision making (as recommended in chapter 5), so must the
teacher involve the learner in decision making. Just as the princi-
pal involves the teacher in self-evaluation {as recommended in
chapter 6), co must the teacher involve the learner in self-evalua-
tion. The remainder of Part 3 examines the required transforma-
tions in which the lead-manager teacher plays the key role.
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CHAPTER 14

Quality Curriculum

Glasser {1950} observes thal curriculum is largely standard and
compulsory during the first 10 years of education. Educators ap-
pear to know what students must learn but also seem dissatisfied
with students’ mastery of that curriculum. Glasser asserts that
there is actually little wrong with the curriculum:

What is wrong is our inability to persuade more than

a small percentage of students to learn it well. . . .

If we pressure students to learn what they do not

want to learn, and then punish them with low grades
when they do not learn it, they counter by taking school-
work out of their quality worlds, and we lose them as
learners. {pp. 118, 119)

Curriculum —meaning what is to be learned and how it will
b learned—must receive serious scrutiny in the development of
the school for quality learning. It is, of course, central to the
schooling process, and many including Glasser maintain that the
present schooling process is not producing the quality we should
expect. Actually, there is something wrong with the curriculum—
namely, that the decisions about what should be learned have
been made by people far removed from the learner.

School restructuring during the past few decades has centered
almost entirely on climate and institutional features. As is apparent
from Part 2 (especially chapter 11}, we do not dispute the need to
address these very important matters. Still, it seems that however
radical restructuring may be, it rarely touches on the curriculum

itself. In that sense, much of what passes for restructuring amounts
e T
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merely to new bottles for old wine that clearly has not improved
with age. Efforts to "fix" the schools have largely focused on issues
such as increased teacher accountability, more high-stakes stan-
dardizad tests, higher academic standards (usually meaning more
and stricter graduation requirements), more rigorous expectations
for existing curricula, and more and better teacher training. Most
recently, the emphasis in "fixing" has shifted somewhat to school
restructuring, site-based management, and parental choice of
schools. There has be=n little discussion about how students
learn; instead, the restructuring discussion has assumed a failure
of student effort and sustained the view that schools will succeed
if only learners will work harder, or longer, or both to learn what
is expected. Can we truly claim to speak of school reform without
addressing the centerpiece of the school, the curriculum?

For more than a century, schools in this country have operated

on the principle that students learn by mastering the component
parts of complex material before grasping the whole. In the tradi-
tional system, a carefully sequenced curriculum spanning the
years from kindergarten to graduation is determined largely by ex-
perts outside of the schools (perhaps self-proclaimed experts, per-
haps experts designated by the community of educators). From
that curriculum, teachers and textbooks transmit information to
students, who spend most of their time as docile recipients. Stu-
dents study structured textbooks containing drills and exercises
that reinforce skills and knowledge that they often see as irrele-
vant to the world outside the classroom. Emphasis is on memoriza-
tion of facts rather than on problem solving and creative thinking.
Students are tested, drilled, and retested regularly to ensure that
they have learned the facts and absorbed the information.
; The prevailing theory is that learning is hard work and that
+ students must be persuaded to undertake it and stick with it. A
system of external rewards and punishments, largely in the form
of grades and credits, provides the incentive to achieve. Learning
is considered primarily an individual activity, and students are
discouraged from collaborating with one another; indeed, work-
ing together is frequently viewed as cheating. According to this
view (which corresponds to McGregor's, 1961, theory X view of
human nature), students naturally dislike hard work and would
rather be playing than learning. Thus, the teacher's main chal-
lenge is to maintain order and control the students so that teach-
ing and learning can take place.

Postman and Weingartner (1969) argue that the only learning
that actually occiirs in classrooms is that which is directly com-
municated by the classroom structure and the operating practices
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within it. They observe that the following list, although not the
stated intended outcomes, partially characterizes what can be
Jearned in our schools:

Passive acceptance is a more desirable response to ideas
than active criticism.

Discovering knowledge is beyond the power of students,
and is in any case none of their business.

Recall is the highest form of intellectual achievement, and
the collection of unrelated “facts” is the goal of education:.

ged 4

The voice of authority is to be trusted anu valued
more than independent judgment.

4 One's own ideas and those of one's classmates are
—. inconsequential.

Feelings are irrelevant in education.

There is always a single, unambiguous Right Answer
to a question.

English is not History and History is not Science and Sci- i
ence is not Art and Art is not Music, and Art and Music
are minor subjects and English, History and Science are
major subjects, and a subject is something you “take” and,
when you have taken it, you have "had" it, and if you
have “had"” it, you are immune and need not take it again ,
(The Vaccination Theory of Education?). (pp. 20-21)

In its 1988 report entitled Rethinking Curriculum: A Call for
Fundamental Reform, the Curriculum Study Group of the National
Association of State Boards of Education (NASBE) concluded that

there is a fatal flaw in the American education system:
our use of outmoded curriculum and instruction that not
only fail to prepare students for success in our rapidly
changing society, but also alienate large numbers of
students, contributing to unacceptably high dropout
rates that threaten our national unity. . . . The NASBE
Curriculum Study Group concludes that fundamental
changes are required if we are to have schooss that
actively engage students in learning and that provide
them with a solid foundation for further education
and employment. (p. 3)
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The fact is that the segregated and segmented subject matter
curriculum has been prevalent for a long time and is deeply en
trenched in our school systems. It has virtually paralyzed the edu-
cational establishment's capacity to imagine something different.
An almost intransigent force comprising a network of educational
elites—scholars, federal and state departments of education, certi-
fication bureaus, and text and test publishers —makes serious cur-
riculum reform seem almost impossible. According to Beane
(1991}, theve is barely a language left to describe other possibili-
ties for the curriculum.

Curriculum reform is not a call to eliminate the basic school
subjects; they represent modes of understanding that have proven
enormously useful. However, many of the most urgent and inter-
esting curriculum topics, and many of the outcomes we most
value, do not fit into a single subject area. Integration of curricu-
lum appears to be a iogical and promising direction that could
result in school learning more in tune with desired outcomes
[such as those detailed in chapter 13) and more relevant to learn-
ers’ needs. Such reform in turn would facilitate the development
of the school for quality learning. The whole-language approach,
which has made strong inroads at the elementary level and has in
a few instances been used successfully at the secondary level,
holds real promise for an integrative curriculum.

Whole language is an entire philosophy about teaching, learn-
ing, and the role of language in the classroom. Its adherents stress
that language should be kept whole and uncontrived and that
children should use language in ways that relate to their own lives
and cultures. In a whole-language classroom, the fina! product—
the "answer” —is not as important as the process of learning to de-
fine and solve problems. The whole-language classroom is child
centered: Students enjoy learning because they find the material
meaningful and relevant to their lives. The teacher is not an au-
thoritarian figure but a resource, coach, and colearner who shares
power with the students and allows them to make choices. Learn-
iug in such a classroom is a social act, and children learn from and
help one another. The challenge to the teacher is to adapt the cur-
riculum and activilies to the interests and talents of the learners,
to provide a material- and resource-rich environment, and to
ensure that all students are continually engaged in learning.

Middle-level and middle-school educators have for the past sev-
eral years been trumpeting a reform that features interdisciplinary
teams, advisory programs, block scheduling, and core curriculum.
However, a close examination of the practices at many middle-level
schools will reveal that even these recent promising changes are
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based on, or at least designed to accommodate, the old curricu-
lum. Recent calls by national subject-area associations for integra-
tion may eventually lead to the demise of the hard subject bound-
aries that characterize the middle and high school curriculum and
organization. The curriculum at all educational levels must be truly
integrated if the rhetoric of our concern for the young, the rhetoric
about our knowledge of the learning process, and the rhetoric
about the desired outcomes of our schooling are to become a reali-
ty. This integration will be a long and arduous task, which, how-
ever, is essential to the mission of the school for quality learning: to
have all learners fully engaged in quality learning.

Professional journals of the late 1980s and early 1990s are re-
plete with examples of whole-language programs and other in-
tegrative curriculum efforts. The educator should consult Teacher
Magazire, Instructor Magazine, the Phi Delta Kappan, publications
of various subject area associations, publications of various pro-
fessional organizations, and so on. Educational Leadership, the
journal of the Association for Supervision and Curriculum Devei-
opment, features integrated curriculum in its October 1991 issue.

Integration requires that curriculum design focus on the way
students learn rather than on the information to be transmitted.
Our present educational structure creates barriers to integration
that are, for many, nearly insurmountable. One very significant
barrier is personal: Teachers, especially at the secondary level,
have become so identified with their subject areas by virtue of
their training, the culture of the departmentalized school, and
their personal learning preferences that they may have difficulty
relating their subjects to other subjects, though they may see the
advantage of doing so. Elementary teachers often face a different
barrier: Their training may not give them sufficient background in
the various disciplines to know how to integrate them effectively.
Teachers need to surmount these barriers so they can answer the
learner's call for relevancy: Why should I learn this? How does
this fit with my life? This makes rio sense~how does it relate to
anything else? Teachers cannot help learners see the connections
between school subjects unless those connections naturally exist
in the school environment. If we persist in favoring subject isola-
tion, then we accept the argument that it actually helps the learn-
er to have no deliberate connections between the disciplines. This
notion sounds absurd, but current practice seems to endorse it.

Integration has a further important potential. Although knowl-
edge continues to expand, the school day, term, and total experi-
ence remain rather constant in length, a condition that is not likely
to change substantially. The time available in the school day is
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already overloaded with information now required to be taught,
allowing no room for new knowledge. Further, much of the
newest and most current knowledge falls between the cracks of
the conventional subject areas and thus does not find a place in
the school curriculum. Integration can address this issue in two
ways: by increasing efficiency in the use of time and by providing
a vehicle to introduce truly interdisciplinary concepts and ideas.

The development of an integrated curriculum requires that
conventional curriculum design be discarded. With an integrated
curriculum, the organizing principle is most often a theme, which
could be a concept, an outcome, a skill, a learner behavior, and so
on. The curriculum focus might be literacy, numeracy, collabora-
tive learning, or storytelling; it might be a research skill or a
thinking skill. The possibilities are many and varied.

Development of an integrated curriculum is likely to proceed
through at least three stages.

Multidisciplinary {more than one) approach. Two or
more subject areas .acorporate a theme as the focus of their sepa-
rate efforts with learners. The actual interactions between the
content areas are indirect; the learner links them by studying the
theme simultaneously in the various subject areas.

Interdisciplinary {(mutually or together) approach. Teach-
ing in two or more subject areas focuses on the theme by high-
lighting the overlapping content of the subjects through shared
strategies. Distinctions between subject areas are downplayed; the
learner is not concerned with classifying the learning into the sub-
ject areas involved.

Transdisciplinary {beyond or above) approach. The con-
tent and the theme are identical, and any attempt to introduce a
division into subject areas is seen as artificial and counterproduc-
tive. This approach requires a true cooperative effort among the
teachers in the individual disciplines.

According to Fogarty (1991b}, there are 10 views of curriculum
integration. Six of those views seem to depart significantly from
the norm and seem applicable to the school for quality learning.

The nested view. Within each subject area, the teacher tar-
gets multiple skills—a social skill, a thinking skill, and a content-
specific skill. For exampie, the teacher designs the unit on photo-
synthesis to simultaneously target consensus seeking (social skill},
sequencing (thinking skill}, and plant life cycle (science content].
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The sequenced view. Topics or units of study are re- g
arranged and sequenced to coincide. Similar ideas are taught in ’
concert while the subjects remain separate. For example, an Eng-

lish teacher presents a historical novel set in a particular period

; while the history teacher teaches about that same period. A study

of the stock market in math could be linked with the study of the

i Great Depression in history.

g The shared view. Shared planning and teaching take place
in two disciplines in which overlapping concepts or ideas emerge
as organizing elements. For example, a science and a math
teacher use data collection, charting, and graphing as shared con-
cepts that can be team taught.

The webbed view. A fertile theme is webbed to multiple
curriculum contents and disciplines; in subject areas the theme
becomes a way to sift out appropriate concepts, topics, and ideas.
For 2xample, a teacher presents a single topical theme such as the
circus and webs it to the various subject areas. A conceptual
theme, such as conflict, can be webbed for more depth in the ap-
proach. Using local architecture as the theme, an elementary
teacher can teach all subject areas in an arena of interest to all
= learners. Some other themes that support webbing are inventions,

. patterns, and fairy tales or other literary genres.

The threaded view. The metacurricular approach threads
thinking skills, social skills, muliiple intelligences, technology.
and study skills through the various disciplines. For example,
teachers in reading, math, and science lab target prediction, while
the social studies teacher targets forecasting current events; the
skill of prediction is thus threaded across he disciplines. Any
thinking skill or problem-solving strategy can provide the basis for
threaded units.

The integrated view. The interdisciplinary approach match-
: es subjects for overlap in topics and concepts and uses some team
i teaching in an authentic integrated model. For example, in math,
' science, social studies, fine arts, language arts, and practical arts,
teachers look for patterning models and approach content through
those patterns. The concepts of argument and evidence can inte-
grate math, science, language arts, and social studics. The whole-
~ language strategy, in which reading, writing, iistens 1y, and speak-
ing skills spring from a holistic, literature-based program, is an
example of the integrated view in action.
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Any of the foregoing views will likely yield learning opportuni-
ties that are less fragmented for the learner than those now offered
by the rigid, disassociated curriculum. The nested, sequenced, and
shared views represent starting points for the interested and com-
mitted novice; the webbed, threaded, and integrated views make
possible significant movement toward interdisciplinary learning. If
most learning activities were organized according to the latter
views, learners would much more easily see the relevance and
value of learning, and a first important milestone on the path to
quality would be reached. However, it would be only one mile-
stone. At least as important as curriculum integration is the issue
of who will decide what is to be learned. The central question in
curriculum reform is whether educators—at least those in the indi-
vidual school—are willing to make a leap of faith on behalf of the
school’s intended customers. Are the educators willing to turn
themselves over to the learners rather than maintain allegiance to
the abstract subject categories and artificial purposes that plague
our present efforts? Will teachers be willing and able to gear cur-
riculum decisions and pedagogical choices to individual learners?
And, more precisely, will they be willing and able to make those
decisions and choices in concert with each learner? The school for
quality learning requires affirmative responses.

It chapter 5, we advocated that the individual teacher have
broad discretion in curriculum-related decisions. At the least, the
teacher should be free to chonse the teaching strategies and the
materials to be used. Further, to the extent possible, the teacher
should be able to choose the curriculum content. These decisions
are essential for designing quality learning experiences for indi-
vidual learners. To make relevant curriculum decisions, one must
know the learners and the learners’ needs and wants.

In the school for quality learning, the lead-manager teacher
will be responsible for deciding what to teach and how to teach it.
However, the teacher will share that responsibility with the learn-
ers, both with each individual and with the class as a whole. In
the absence of a partnership of shared responsibility for these two
basic decisions about the nature and structure of the learning
environment, the philoscphy and the desired outcomes discussed
in chapter 13 cannot be realized.

Glasser (1990), in further discussion of curriculum, suggests
the following:

Instead of telling students what they need to learn and
then losing so many of them in the process, we should
separate from the bulk of the curriculum the most

obviously important parts and ask students if they will
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accept learning these components well . . . we should
explain much more than we do now . . . about why we
teach the things we do. Then we should break down
what we teach into recognizable parts . . . we should ask
students if they agree that these definite and understand-
able components are worth learning. . . . If we cannot
figure out how to present what we teach in a way that
students will easily see that it is worth making the effort
to learn, we should not teach it. More often than not, to
try to force learning on the unwilling is to promote
ignorance. (pp. 119-121)
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When designing the learning environment and seeking an-
swers to the questions, What should be taught? and How should
it be taught? the teacher should remember that a learning activity
has the following four basic dimensions:

o MU MRBL L,

1. Problem dimension

What will the learner do?

What will the learner learn?

2. Process dimension

How will the learner do it?

How will the learner learn it?

3. Product dimension

What will the learner have when finished with
the activity?

: What will the learner be able to do when finished
) with the activity?

2 What will the learner be when finished with

the activity?

4. Evaluation dimension

What does the learner want or need feedback
on relative to the activity?

Who can give the learner this feedback?
What will the learner do with this feedback?

373
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The lead-manager teacher of the school for quality learning
knows that the learner must be involved in the basic decisions
within each dimension. By having the learner rephrase each
question to pertain to himself or aerself and carefully considering
the learner’s answer to each question, the teacher can facilitate
quality individual learning experiences. The answers will not nec-
essarily mean different learning activities for each learner, but
they will mean appropriate learning activities for each learner.
Excluding the learner {rom these basic decisions will serve only to
perpetuate the status quo. Even if curriculum is reworked—
perhaps even to -the point of true integration—simply doing
harder or longer what others tell cae to do has not, does not, and
will not fit into the learner’s quality world.

Even a cursory examination of present practice leads to the
conclusion that integration of curriculum represents a monumen-
tal change; the same is true for the creation of a classroom envi-
ronment where the learner is a primary decision maker in all
dimensions of learning activity. In present practice, learners are
rarely involved in the decision process and become less involved
as they progress through the system. In present practice, the more
experienced learners become, the less they are allowed to decide:
As they advance from elementary to middle to high school, cur-
riculum demands become more and more rigid and less and less
responsive to learners’ needs. Secondary school curricula are
largely textbook driven. To argue that textbook authors and pub-
lishers understand individual learners and their varying needs is
to argue that the learners or the teachers are to blame for the
alarming dropout rates and the disenfranchisement of students
everywhere. The suggestion that the fault lies with ineffective
teachers .‘omes from that same intransigent group of educational
elites—scholars, federal and state education departments, certifi-
cation bureaus, and text and test publishers—who make serious
curriculum reform nearly impossible. The suggestion that the
fault lies with the learners either supports the “longer and harder”
notion {advanced by this same elitist group} as the answer to the
failings of our educational system or implies that the learners are
innately defective and not capable of success in school.

For quality learning to occur, decisions about learning activi-
ties must involve each learner, not just consider the perceived
needs of learners as a collective. Involving the learner in decision
making removes barriers to pride of workmanship {Deming's,
1986, Point 12). The responsibility for involving the learner in de-
cisions about learning activities lies with the classroom teacher.
To enable the teacher to meet this responsibility, the school for
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quality learning guarantees teachers the conditions, outlined in
Part 2, that will create the comfort level they need if they are to
change their own practices. Change will proceed slowly, and the
change process will likely be ragged, characterized by false starts,
bold ventures and retrenchments, successes and disappointments,
changes of direction, uncertainties and ambiguities, and so on.

The lead-manager teacher must begin somewhere, at a point
of relative comfort, in starting to rethink what should be taught.
Following are three decisions that will help teachers move toward
an integrated curriculum and free themselves to deal with indi-
vidual learners.

DECISION 1. The teacher should stop asking what should
be taught and instead ask what is worth learning. This changes
the focus of concern from teaching to learning. The teacher
should ask, What am I going to ask my students to learn? Why is
it worth learning? and How do I know that?

DECISION 2. The teacher should examine the content now
being taught in his or her subject area(s) and determine what he
or she deems essential —what is worth learning for every learner.
This scrutiny should reduce the original content by at least half
and probably will result in an even greater reduction. The ques-
tions should te about learning rather than about teaching.

DECISION 3. The teacher should determine what other
learning, beyond that identified as essential content, he or she
considers acceptable for individual learners to pursue. Content
that may not be essential for all learners is very likely to be of
interest and value to some learners.

The process involving these three decisions resuits in a cur-
riculum structure—-vhat is to be learaed. The teacher is focused
on learning rather than teaching, has identified what all learners
will be persuaded to learn, and has identified other acceptable
learning activities. As the lead-manager teacher grows in the abili-
ty to facilitate quality learning, he or she will involve the learner
more and more in the process of deciding what is essential and
what is acceptable. Once the curriculum structure for the class-
room is determined, the teacher can begin deciding how to teach
that curriculum or, better, how to facilitate learning.




CHAPTER 15

Facilitating Learning:

Organization and
Strategies

According to Glasser {1990), "being an effective teacher may be
the most difficult job of all in our society. . . . An effective teacher
is one who is able to convince . . . essentially all of his or her
learners to do quality work in school. This means to work up to
their capacity” (pp. 14-15). Glasser holds that

all work falls into one of two major categories: managing
things and managing people. When we manage things,
the essence of the job is to perform an operation on a
thing or even on a person (who may be acting as passive-
ly as a thing} that improves its value. What is characteris-
tic of a thing {or a person behaving like a thing] is that,
hard as the operation may be, the thing never actively
resists the person managing it. . . . Jobs in which things
are managed . . . are in some sense much casier than jobs
managing people. . . . Regardless of the skill and creativi-
ty of the manager, managing people depends for its
ultimate success on the cooperation of the people being
managed. (pp. 15-16)

When the stakes are raised from expecting quality work of essen-
tially all learners to expecting quality work of all learners, we can
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entertain no doubt that effective teaching is the most difficult job
in our society.

As we stated in chapter 13, the lead-manager teacher has two
major responsibilities, sometimes distinct but more often closely
intertwined. The teacher both creates the environment and facili-
tates the learning within that environment. Creating the environ-
ment is largely, though not entirely, a job of managing things,
whereas facilitating learning is largely a job of managing people.
The teacher wishing to develop the classroom for quality learning
will invest a great deal of energy in the latter job, the more diffi-
cuit one. :

In facilitating learning, the lead-manager teacher has two
major responsibilities, rarely distinct and usually closely inter-
twined. The teacher is responsible for determining both what is to
be learned (even when the teacher involves the learner in the
decision, it is still the teacher's responsibility) and how that learn-
ing can be facilitated. Chapter 14 dealt with the first process,
which is primarily a job of managing things. The teacher wishing
to develop the classroom for quality learning will also invest con-
siderable physical and mental energy allowing or causing learners
to be engaged in quality learning.

What is a quality learner? What does a quality learner be-
lieve? How does a quality learner behave? In designing activities
and strategies that will lead to quality learning, the teacher can
find clarity of purpose and direction by considering those charac-
teristics. Following are some traits of quality learners {adapted
from Postman & Weingartner, 1969). Learners who possess these
traits will be effective in realizing the outcomes detailed in chap-
ter 13.

Quality learners are curious. Most preschool children are
curious. Most preschool children are quality learners. Recognize
what most children accomplish before school age: They develop
incredible fine and gross motor abilities; they master a very com-
plicated language (the average first grader has a 10,000-word
vocabulary and facility with grammatical structure); they learn to
observe, listen, and question. Quality learners of all ages exhibit
the desire to know—they maintain that initial curiosity.

Quality learners have confidence in their ability to learn.
Although they may sometimes be frustrated and discouraged,
they show a profound faith that they are capable of solving prob-
lems. If they fail at one problem, they are not incapacitated in
confronting anotber.
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Quality learners enjoy solving problems. They are in-
trigued by the process, and they may actually resent others who
want to "help” by giving them the answers.

Quality learners are tenacious. They are willing to stay
with a project or a problem they perceive as relevant and signifi-
cant until they achieve a satisfactory resolution. They may be very

impatient with those wha try to impose time constraints upon
them.

Quality learners seek chalienging learning epportunities.
They may, however, quickly tire of activities or tasks that they
perceive as too easy. In contrast to their tendency to be tenacious,
they may abandon those too-easy activities well before they have
produced a product. {This behavior may result in the learner's
being labeled as lazy or underachieving.)

Quality learners appear to know what is relevant to their
survival or success and what is not. They are apt to resent
being told what is “"good for them to know.” Even if they concur,
they resent being told. They prefer to rely on their own judgment.
As they mature, quality learners become increasingly suspicious of
authorities, especially of any authority who discourages them from
relying on their cwn judgment.

Quality learners ~arely fear being wrong. They recognize
their limitations and do not suffer trauma in concluding that what
they once believed was apparently incorrect. They change their
minds; in fact, restructuring and reformulating their system of
knowledge and belief is their avocation. This trait enabies these
learners to formulate hypotheses.

Quality learners are flexible. Although they almost always
have a point of view about a situation, they are capable of shifting
perspectives to see what they can find out. Quality learners seem
to understand that answers are relative, that everything depends
on the system within which one is working. Their answers are
frequently qualified by "it depends.”

Quality learners have a high degree of respect for facts,
which they view as tentative and system bound. They are
also skilled at distinguishing statements of fact from other kinds
of statements and at discerning what is and what is not relevant
to their particular learning pursuit.
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Quality learners know how to ask meaningful questions.
They are persistent in examining assumptions; their own in-
cluded. They are apt to be cautious ir. making generalizations.
They continually verify what they believe and test their own
knowledge and beliefs.

Quality learners are emphatically not fast answerers.
They tend to delay their judgments until they have access to as
much information as they imagine will be available. {This trait
does not serve them well in most classrooms today.)

Quality learners do not need an absolute, final, irrevoca-
ble resolution to every problem or question. They can oper-
ate comfortably with uncertainty and ambiguity; they can accept
‘I don't know." They seem to sense that some problems as yet
have no solutions, some questions as yet have no answers, and
some questions may never have answers.

Quality learners are self-evaluators. They do not rely on
the judgments of others to determine the value and quality of
what they have done or learned. They have their own sophis-
ticated criteria and their own high standards for judging their own
behavior and the products of that behavior.

Quality learners are individuals in search of knowledge—they
have inquiring minds. Simply stated, the ultimate goal of educa-
tion is to produce learners with inquiring minds who can think
rationally and solve real-world problems. How does one search
for knowledge? Knowledge is produced in response to questions.
The lead-manager teacher, in the role of learning facilitator, un-
derstands that once 'sarners have learned how to ask relevant,
appropriate, and subs.antial questions they will have learned how
to learn and cannot be prevented from learning whatever they
want or need to know. The most important intellectual ability that
can be developed is the art and science of asking questions, a
multidimensional talent that has the potential for continual devel-
opment and refinement.

A quality learner learns by actively constructing knowledge;
weighing new information against previous understanding; think-
ing about and working through discrepancies, either indepen-
dently or with others; and coming to a new understanding. In the
classroom for quality learning, the lead-manager teacher offers
learners numerous opportunities to explore phenomena or ideas,
conjecture, share hypotheses with others, and revise their original
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understandings. The activities of the classroom are designed to
foster development of the ability to ask questions. To nurture that
ability, the lead-manager teacher takes the following measures
(adapted from Postman & Weingartner, 1969):

1.

Exhibits personal curiosity by raising genuine questions
for the teacher and/or the learner to consider.

. Takes on real problems and exhibits tenacity in pursuing solu-

tions. The teacher participating actively in the environment
as a learner in full view of the student learners provides a
powerful model for quality learning— both of the expectations
for and of the practice of quality learning.

Uses questioning as the primary mode of discourse

with the learner in the pursuit of the learning activity,
viewing the question - the instrument to open engaged
minds to unsuspected possibilities or undiscovered factors.

Refrains from telling the learner what he or she thinks

the learner should know because the teacher knows

that the excitement of discovering something independently
increases the learner's power.

Rarely accepts a single statement as an answer to a ques-
tion. The teacher seek. the reasons, rather than a reason;
the causes, rathe: than a cause; the meanings, rather

than a meaning. The teacher promotes contingent think-
ing by helping learners understand the framework upon
which a response depends. "It depends” is accepted as a
valuable phrase modifying a statement of conclusion.

. Encourages learner interaction by not acting as a mediaior

or judge of the quality of ideas expressed. Learners need

to develop their own criteria for judging the quality, preci-
sion, and relevance of ideas. If the teacher is the primary
arbiter of what is acceptable, learners fail to develop evalua-
tive thinking skills and become dependent upon authority.

. Interacts with learners in activities that pose real probiems

and that require learners to clarify the problem, make obser-
vations about the solution, and make generalizations based on
those observations. Learners are encouraged to be engaged in
activities that produce knowledge (if it is new to the learner, it
is producing knowledge): defining, questioning, observing,
classifying, generalizing, verifying, applying. Proficiency in
these activities is the hallmark of a quality learner.
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8. Insists that the learners ask questions and equips them with
strategic questions that will guide them in problem solving.
The strategic questions allow learners to better define prob-
lems and to analyze and evaluate the process used in pursuit
of solutions. {(The evaluation process presented in chapter 17
specifically addresses this teacher responsibility.)

A learner cannot possibly learn everything of value during the
period of formal schooling, but the schooling experience can in-
still in the learner the lifelong desire to keep questioning. Indi-
vidualized learning activities are those that develop self-directing,
responsible, intrinsically motivated individuals by giving each
learner maximum appropriate opportunities to manipulate and
explore the environment. Individual learning activities based on
self-assumed work and incorporation of self-evaluation provide
individual freedom in learning within the instructional setting.
The learner with the developing, inquiring mind is the increas-
ingly independent learner.

Historically, individual programs, appropriately called individ-
ualized instruction, fall into three categories.

Continuous progress. A program in which different learners
proceed through a commonly prescribed set of materials and/or
activities arranged in a commonly prescribed sequence of learning
tasks. This approach recognizes that learners do learn at different
rates. Learners are encouraged to proceed through the activities as
rapidly as possible, but each determines his or her own pace.

Performance criterion. A program in which different learn-
ers are presented a common set of materials and/or activities or-
ganized into convenient clusters {units), each with an explicitly
stated performance standard (a product or a behavior). Each
learner is responsible for demonstrating proficiency according to
the standard, but the learner has latitude in determining when to
do so and how tc prepare to meet the standard.

Independent study. A program in which the learner exer-
cises major responsibility for selecting a learning problem, de-
signing a process for addressing the problem, and determining
a product. The learner pursues the activity relatively indepen-
dently and is evaluated individually on the basis of the problem
selected and the product developed. The teacher usually struc-
tures parameters within which the learner may operate but does
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not organize materials or provide direct instruction concerning
the learner's selected project. The teacher may or may not serve
as a resource for the learner.

These various approaches all contain some provision for indi-
vidual differences among learners that permits the teacher to
individualize instruction. Each also emphasizes independent
work. Typically, the teacher controls the content—what is to be
learned—to ensure some degree of commonality for all learners.
As one progresses through program types, from continuous pro-
gress to performance criterion to independent study, the learner
has increasing responsibility for determining how to learn.

Another common approach to accommodating learner differ-
ences is instructional grouping within a single classroom. Groups
are usually formed according to performance (ability) levels, and
the teacher adapts the instruction according to what each group is
ready to learn and how well its members can benefit from a par-
ticular instructional strategy.

Individualized instruction programs in their many variations
and combinations may all be useful to the teacher seeking to facil-
itate quality learning. However, they will not in and of themselves
guarantee quality learning any more so than will the almost exclu-
sive use of instructional time to actively deliver information to a
learner who listens passively. A program for individual learning
comprises much more than individualized instruction. In individ-
ualized learning, the learner participates significantly in determin-
ing the learning activities or, at least, in determining the various
dimensions of some of the learning activities. This is not the case
in typical individualized i1 struction programs, which are basically
dominated by teacher decisions.

In chapter 14, we stated that individualized learning does not
necessarily mean different learning activities for each learner;
rather, it means appropriate learning activities for each learner.
Also, individualized learning most certainly does not mean that
learners should pursue all learning activities independently of
one another. Such an approach would not be an efficient use of
learning resources, nor would it be an effective strategy for realiz-
ing the desired outcomes of the school for quality learning. Learn-
ing outcomes such as communication skills and facility in social
interaction obviously require interaction among learners. It is dif-
ficult to imagine that most other desired outcomes could be fully
realized if students did not interact through purposeful learning
activities.
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Glasser {1986} states that

if we continue to use what is best described as the
traditional classroom approach {that is, learners learning
and competing as individuals with the teacher in charge
of deciding both what is to be taught and how to teach it,
usually through lectures), I believe our . . . schools will
continue their downhill course. . . . What we need is to
move to classrooms in which learners work in smail
learning teams. (pp. 74-75)

Glasser argues that such an approach offers learners need-fulfilling
opportunities because:

1. Learners can gain a sense of belonging by working
together in a learning team. Teams should be as hetero-
geneous as possible.

2. Belonging provides the initial motivation for the
learners to work, and as they achieve academic success,
those who had not worked previously begin to sense that
knowledge is power and consequently work harder.

3. Stronger learners find it need fulfilling to help weaker
ones because they want the power and friendship that go
with a high-performing team.

4. Weaker learners find it need fulfilling to contribute as
much as they can to the team effort because in this
structure, whatever they can contribute helps the team.
When they worked alone, their effort got them little
reward because of the competitive, comparative nature
of the evaluation and reward system.

5. Learners need not depend only on the teacher, but can
depend a great deal on themselves, their own creativity
and on other members of the team. This frees the learner
from dependence on the teacher and provides the learner
power and freedom.

6. Learning teams cau allow learners to escape the
superficiality that plagues schools and provides a vehicle
to allow learners to learn enough in-depth to make the
vital knowledge-is-power connection.

7. Teams are free to determine how to convince the
teacher and other learners that they have learned some-
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thing and are encouraged to use evidence to demonstrate
learning that is other than tests.

8. Teams are changed on a regular basis to extend the

opportunities for communication and social skill devel-
opment and to broaden each learner's peer group, thus
extending the learner's sense of belonging. (pp. 75-76)

A learning-team approach is essential to the promotion of qual-
ity learning. Learners can be organized into teams and directed to
pursue activities in many different ways and in any of the typical
content areas. Certainly, integrated learning lends itself to the
team approach. Teamwork yields individualized learning experi-
ences ber .use each participant makes a unique contribution to the
team: effort, and, because all participants have different proficien-
cies at the outset, each learr.s something different in the process—
even if their final products are identical.

Although the number of ways to organize and utilize learning
teams is probably unlimited, the most prevalent current approaches
are cooperative learning strategies. In cooperative learning, teams
usually consist of four members, though the number can vary with
the activity. Teams are heterogeneous relative to sex, ethnic group,
and learner ability; they may also represent different age groups. A
team works together toward a common learning goal. Each team
member is expected to be able to demonstrate proficiency in the
desired learning outcome, and each is responsible for helping the
others develop that proficiency as well. The quality of the achieve-
ment of the learning goal may be assessed through a team evalua-
tion process, through an individual self-evaluation process, or
through some combination of team and individual evaluation.

Typically, cooperative learning activities have these common
components:

1. Heterogeneous teams that represent a true cross-section
of the class

. Interdependence among teammates, whereby each team
member's success depends on the success of all members

. Team interdependence, whereby all members help the team
reach a specific goal rather than simply competing against
other teams

. Accountability both for the team's attainment of its goal
and for individual learning by each team member

. Appropriateness of the group aclivity

_ -
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Central to cooperative learning activities is the group goal or
shared outcome. Group members interact with one another to
problem solve. Sometimes the individual members are preassigned
specific roles such as recorder, encourager, reporter, and the like,
but all share in the thinking and problem solving that result in the
group’s solution. Cooperative learning assumes that no group mem-
ber already has a solution to the common problem. A true coopera-
tive learning activity requires the resources of each member to
arrive at a solution. Following are some examples of cooperative
learning activities:

1. The group agrees on answers to inferential comprehension
questions based on a story or other common reading.

2. The group conducts a science experiment and agrees on
an observed outcome.

3. The group organizes a panel discussion to exhibit
understanding of a current events topic or a
social studies concept.

4. The group writes, produces, and performs a short play
to illustrate what they have learned.

«

Group members interact to solve a math word problem
and present the group’s solution to the class.

The most prevalent cooperative learning strategies are the
Learning Together strategies developed by David Johnson and
Roger Johnson (1975} and culleagues at the University of Minne-
sota; the Student Team Learning techniques developed by Robert
Slavin (1987) and colleagues at John Hopkins University; and the
Group Investigation method developed by Yael Sharan and
Shlomo Sharan {1990) or Tel Aviv University. Cooperative learn-
ing is most consistent with the goals of the school for quality
learning when the selected learning activity offers intrinsically in-
teresting and challenging learning tasks, allows learners to make
key decisions about how to perform these tasks, and emphasizes
the value and skills of cooperation.

Some other learning activities, though not cooperative learn-
ing in the strictest sense, offer opportunities for cooperation that
foster quality learning. The tutorial program in which one learner
who has mastered a particular skill or concept helps another
learner to gain the same proficiency is an example. This approach
promotes quality learning for both parties: The one receiving the
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assistance or instruction improves in the ability to perform; the
one providing the assistance has additional opportunity to prac-
tice what has becen learned and is challenged to analyze it in-
depth so it can be explained or demonstrated to the other learner.
Further, the coach or tutor gains verbal fluency, becomes more
adept at explaining and showing, or does both in demonstrating
the skill or concept to the other learner.

Peer teaching and peer coaching programs provide active en-
gagement in learning activities that build social skills and help
students formulate relationships. Jigsaw, a strategy developed by
Eliot Aronson (1978) and colleagues at the University of Cali-
fornia, combines elements of cooperative learning and peer teach-
ing or ccaching. Cooperative learning and peer teaching facilitate
the developr.:nt of caring, cooperative relationships among learn-
ers. Other valuable individualized learning activities that lead to
the social outcomes desired in the school for quality learning are
simulation activities and educational games.

Group learning experiences that yield both individual learn-
ing and social learning outcomes are a necessary element in the
classroom for quality learning. The lead-manager teacher must be
adept at providing both individual learning activities and activi-
ties that engage each learner with others.

In chapter 14, we advised the lead-manager teacher to deter-
mine a curriculum structure by making three major decisions that
shift the focus from teaching to learning, to identify the essentials
that all learners should be persuaded to learn, and to identify
other acceptable learning activities. These three decisions con-
cern what is to be learned. The lead-manager teacher's next re-
sponsibility is to determine how to facilitate learning. The teacher
must begin somewhere, at a point of relative comfort, in starting
to rethink that responsibility. The following decisions, logical ex-
tensions of these first three, will help the teacher determine learn-
ing facilitator behaviors.

DECISION 4. The teacher should examine what was identi-
fied as essential for possible integration across subject areas. If the
teacher has responsibility for more than one content area (as does
the elementary teacher with a self-contained classroom), he or
she should seek natural associations to economize on the iime
required to provide learning activities around the essential infor-
mation and to make that information more relevant for the learn-
ers. (Remember, what the teacher decides is valuable to learn
may not held much attraction for many learners.) If the teacher,
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like most secondary teachers, is responsible for only one content
area, he or she should seek out colleagues whose subject matter
offers the potential for developing interdisciplinary learning activ-
ities around the essential concepts.

DECISION 5. The teacher should organize the essential ma-
terial into learning activities or units and determine what learners
must have or how they must behave (the learning outcome] to
demonstrate satisfactory learning of the material. The teacher
also needs to determine the order in which the learning activities
or units will be intraduced.

DECISION 6. The teacher should determine a strategy, or a
variety of strategies, to engage the learners in the chosen learning
activities or units. The teacher may decide that an activity or a
unit lends itself to multiple approaches and may allow the learner
to select the most enjoyable approach. For other activities or units,
the teacher may decide that a common approach is preferable.
Variety from unit to unit is advisable. The teacher should ask
which activities or units lend themselves to a cooperative learning
approach, a continuous progress approach, a performance criterion

approach featuring peer coaching, and so on.

DECISION 7. The teacher should determine a time alloca-
tion plan, providing as much time as possible for the learners to
satisfy the requirements of the activities or units but ensuring that
all essential matter will be addressed in the time available—the
reporting period, the semester, or the year.

DECISION 8. The teacher should organize the elective learn-
ing activities (those determined in Decision 3) into a learner choice
menu. Learners should be oriented to understand that when the
learning outcome (determined in Decision 5) for each essential
activity or unit is demonstrated, they may use the remaining time
(see Decision 7) to pursue learning activities of their choice.

This series of decisions is designed to help the teacher orga-
nize the curriculum deemed essential into pieces that may be
more interesting and relevant to the learners and to engage the
learners in learning activities that are potentially need fulfilling.
This organization also gives learners an incentive to do quality
work efficiently in order to demonstrate competence and then to
gain the opportunity to select other activities. This element of
choice allows learners to experience power, freedom, and fun
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because they are likely to choose activities that are personally sat-
isfying. The greater the latitude for such learner choices, the
greater the likelihood that all learners will be engaged in quality
learning activities. As the lead-manager teacher grows in the abil-
ity to facilitate quality learning, he or she will involve the learners
in the process of determining what is essential, what is accept-
able, what the learning process will be, and what will be accepted
as evidence of quality learning.

In the school and the classroom for quality learning, the use of
technology is a further important consideration. Technology has
enormous potential for assisting the lead-manager teacher in
designing the learning environment and providing quality individ-
ualized experiences. Computers and other forms of assistive tech-
nology do not constitute a separate curriculum or program; rather,
they are tools that can help teachers better meet learners' varying
needs. Technology alone will not solve the problems of the educa-
tional system. It takes good teaching practices and a great deal of
hard work to determine how best to improve learning activities. It
is probably easier to develop a new technology than to apply it
effectively to promote quality learning. In any case, technology is
an important part of our world and as such is a vital component
of the school for quality learning. The learning environment
should mirror society and prepare learners for their future in the
society; this is the acid test for relevance.

In an industrial society, those with capital have power. In an
information- or knowledge-based society, those with information
have power. Educational technology gives the have-nots the op-
portunity to access and manipulate information and to make deci-
sions based on that information. When that occurs. the have-nots
become the haves. More than any tool yet developed, educational
technology has the potential to provide even learners who are cur-
rently disenfranchised the opportunity to gain power by acquiring
information. Technology itself is not the solution, but the solution
demands access to high technology. Although technology is not
required for individualized learning activities, the use of technolo-
gy significantly expands the available learning options. Quality
learning for each learner demands access to as much technology
as possible.
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CHAPTER 16

Discipline in the
Classroom

In Part 2 we discussed the importance of a healthy, positive school
climate. As noted in chapter 8, the most important determinant of
school climate is the behavioral expectations held for the learners.
It is essential to have a responsibility education program grounded
in total staff consensus and based on behavioral expectations and
management procedures that ensure each learner the opportunity
and support necessary to internalize acceptable behaviors. The
classroom teacher is ultimately responsible for promoting accept-
able and successful behaviors on the part of every learner. In the
school for quality learning, each learner is expected to be tully en-
gaged in quality learning activities. Because no student who feels
threatened or coerced can engage in quality learning, the lead-
manager teacher is unconditionally committed to managing the
classroom without coercion.

To coerce is to compel or force another to act or think in a
given manner—to dominate, restrain, or control another through
the use of actual or implied force. The lead-manager teacher. who
understands control theory and applies the questioning strategies
of reality therapy, abandons as counterproductive the inclination
to exercise forceful authority over the learners. The lead-manager
teacher transfers the responsibility for acceptable behavior to the
behavers—not through force or domination but through reason
and support. 2

In chapters 14 and 15, we outlined eight decisions the teacher
should make to begin developing the classroom for quality learn-
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ing. Those decisions concern what is to be learned and how the
teacher can facilitate the learning. The next decision deals with
the learners’ work and behavior.

DECISION 9. The teacher should establish guidelines defin-
ing the rules of work and of behavior for the learning environment.
These guidelines, as simple and few as possible, are designed to
guarantee that all learners will be engaged in quality learning and
that they will not disrupt one another's learning opportunities
through their behavior.

A work guideline, for example, may state that learners must
choose activities to pursue; they may not elect to do nothing. A
behavioral guideline might be that when a fellow learner asks for
help, you should provide whatever assistance you can.

Is the idea of a discipline program and the notion of behavior
management without coercion self-contradictory? The answer is a
resounding no, but it is understandable that the question would
be raised. Many existing discipline programs are misnamed. It
would be more accurate to call them punishment programs.
Punishment is coercive; discipline is educational. Table 16.1 con-
trasts punishment and discipline.

Punishment is a poor deterrent to undesirable behavior. It
often results in an angry recipient who focuses on revenge behav-
iors or a compliant one who attempts to follow the rules out of
fear. Because punishment does not teach appropriate behaviors, it
frequently leads to repetition of the undesired (punished} behav-
ior ur the exhibition of an equally undesirable behavior.

Compliance is a recourse of the behaver who wishes to avoid
punishment. The behaver acquiesces to an authority. A tendency
to yield to others runs counter to the philosophy and the desired
outcomes of the school for quality learning. Compliance negates
thinking: The behaver accepts, at least temporarily, the logic of
the authority. The compliant behaver does not examine alterna-
tive behaviors to find the one that would be most need fulfilling
in the given situation. Because compliance rarely fulfills the be-
haver's needs, the compliant behavior tends to be inconsistently
displayed in the presence of the authority and to disappear in the
absence of the authority. In a school setting, it is true that & group
of compliant learners is easily 1nanaged by a teacher. Boss man-
agers strive to elicit compliance. However, the lead-manager
teacher knows that quality learning and quality behavior bear lit-
tlc relationship to being compliant.
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Table 16.1

Punishment Versus Discipline

Punishment

1. Expresses power of an authority;
usually causes pain to the recipient;

is based upon retribution or revenge:

is concerned with what has hap-
pened {the past]

2. Is arbitrary — probably applied
inconsistently and unconditionally;
does not accept or acknowledge ex-
ceptions or mitigating circumstances

3. Is imposed by an authority (done
to someone), with responsibility
assumed by the one administering
the punishment and the behaving
individual avoiding responsibility

4. Closes options for the individual.
who must pay for a behavior that
has already occurred

5. As a teaching process, usually
reinforces a failure identity; essen-
tially negative and short term, with-
out sustained personal involvement
of either teacher or learner

6. Is characterized by open or
concealed anger; is a poor model
of the expectations of quality

7. 1s casy and cxpedient

8. Focuses on strategics intended
to control behavior of the learner

9. Rarely results in positive changes
in behavior; may increase subver-
sivencss or result in temporary
suppression of behavior: at best,
produces compliance

Discipline

1. Is based on logical or natural con-
sequences that embody the reality of
a social order {rules that one must
learn and accept to function ade-
quately and productively in society};
concerned with what is happening
now (the present|

2. Is consistent—accepts that the
behaving individual is doing the best
he or she can do for now

3. Comes from within, with respon-
sibility assumed by the behaving
individual and the behaving individ-
ual desiring responsibility; presumes
that conscience is internal

4. Opens options for the individual.,
who can choose a new behavior

5. As a teaching process, is active and
involves close, sustained, personal
involvement of teach«r and learner;
emphasizes ways to act that will
result in more successful behavior

6. Is friendly and supportive;
provides a model of quality behavior

7. Is difficult and time-consuming

8. Focuses ou the learner's behavior
and the consequences of that
behavior

9. Usually results in a change in
behavior that is more successful,
acceptable, and responsible; devel-
ops the capacity for self-cvaluation
of behavior
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Punishment frustrates all of the recipient's basic psychologi-
cal needs {belonging, power, freedom, and fun). The relationship
between the recipient and the person administering the punish-
ment is diminished, stymieing the recipient's ability to meet the
need for belonging. Because of the negative focus of punishment,
the recipient is likely to be ostracized by appropriately behaving
peers and will seek out inappropriately behaving peers in an effort
to belong. Punishment obviously restricts freedom and is not plea-
surable —it causes emotional and sometimes physical pain. Pun-
ishment diminishes the power of the recipient, who typically
blames the punisher for causing the problem and does not view
himself or herself as the one in a position to solve it. The punisher
is viewed as the one with the power to control behavior, and the
recipient of punishment sees no reason to engage in self-evaluation
of behavior.

Discipline, on the other hand, helps the individual learn ac-
ceptable behaviors. Discipline promotes self-evaluation of behav-
ior. By learning to behave consistently in an acceptable manner,
one earns freedom because those with the authority to manage
choices trust that acceptable choices will be made and appropri-
ate actions will follow. The more learners are in effective control
of their behavior, the more powerful they feel. The more success-
ful they are in choosing acceptable behaviors, the more likely
they are to be engaged by others who behave appropriately. Thus,
life in school becomes more need fulfilling and pleasurable, and
school becomes a part of the learners’ quality world.

Glasser {1965) holds that school discipline is problematic be-
cause administrators and teachers not only deal with a large vari-
ety of excuses for inappropriate behavior—some individual and
some group excuses —but also ask for those excuses. Discipline is
poorly understood. It has nothing to do with harming learners.
Rather, it means helping learners first to realize that their current
behaviors are not enabling them to meet their needs and then
helping them choose more successful, need-fulfilling behaviors. It
takes learners a long time to fulfill their commitments— especially
the commitment to quality.

Learners, especially those with school experience, will scruti-
nize each teacher and try to determine if he or she "vill accept
excuses. T*= real danger in accepting excuses for inappropriate
behavior is in the message such acceptance sends to the learner.

"he message may be "You are worthless.” The learner's transla-
tion is “You don't care.” The teacher who refuses to accept excus-
es is saying, “You are a worthwhile person, and I am waiting for
you to complete your commitment.” For example, if a student
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fails to complete an assignment, rather than say, "Why didn't you
do it?” the teacher should say, "When will you do it?” "Can you do
it?* *Can you do it in school today?" "After school?”

The lead-manager teacher in the classroom for quality learning
understands the necessity to communicate to learners high expec-
tations regarding both learning and behavior. The teacher also rea-
lizes that it is impossible to elicit learning and behavior simply by
declaring that they are desircd and expected. The lead-manager
teacher approaches the development and use of quality behavior as
proactively as he or she approaches the development of quality
learning. The teacher knows that discipline is 2 positive learning
experience based on the learner’s self-evaluation and choice.

Every lead-manager teacher develops a plan to engage learn-
ers in activities that promote responsibility education and quality
behavior. The first step is to make sure that each learner fully
understands the behavioral expectations of the schc! (the school
constitution) and the process for resoiving inevitable problems
and conflicts. The Leal Rights and Responsibilities and the con-
flict resolution program discussed in chapter 8 are examples of a
school constitution for behavior and a school process for resolving

conflict. The next step is to engage learners in activities to help
them understand the specific rules that govern behavior in their
classroom. Obviously, classroom expectations must be congruent
with those of the school, and discussions and other learning activ-
itics should be designed to help learners sec the relationship
between the two sets of expectations.

COMPONENTS OF A CLASSROOM
DISCIPLINE PROGRAM

The remainder of this chapter describes the components of a
classroom discipline program in the school for quality learning. It
includes educational strategies for promoting responsible hehav-
jor (creating a vision of quality behavior) and intervention strale-
gics for helping individual learners achieve quality behavior. The
discipline progi m has five components: class meetings. life rules,
C.ARE. [communication about responsibility cducation} time,
time out, and mediation. These components promote understand-
ing, of guidelines for behavior in the learning environment, and
they provide the teacher and the learner with processes {or solv-
ing problens. This program is designed to ensure that ail learners
will he engaged in quality learning ond that they will not dicopt
the leaning opportunities of others,
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Class Meetings

The social-problem-solving class meeting {Glasser, 1969} is an ex-
cellent vehicle for responsibility education. Although meetings ap-
pear to be time-consuming_ they are critical to the success of the
classroom. As a rule, such meetings require considerable time dur-
ing the first week or so of the term, as this is the time for orien-
tation, teaching. and reteaching. However, the real payoff comes
when meetings are scheduled regularly throughout the term.
Meeting activities are consistent with the desired outcomes of the
school for quality learning. The activities provide a systematic way
for learners to gain understanding and respect of self and others, to
develop an undc “standing of conflict, and to develop the social-
problem-solviag skills they will need in life. These are all desired
outcomes in the school for quality learning, outcomes that learners
will not realize unless they have opportunities to explore behav-
ioral alternatives and practice problem solving. Learners of every
age experience difficulties in getting along with one another and
find interpersonal problems most difficult to solve. Without help
in resolving these difficulties, “learners tend to evade the prob-
lems, to lie their way out of situations. to depend on others to solve
their problems, or just to give up. None of these courses of action
[is] good preparation for life” (Glasser, 1969, p. 124].
Class meetings have the following functions:

. They introduce behavioral expectations and help learners
- understand the reasons for rules in the social setting.

. They help learners understand their basic psychological
needs and wants, as well as the choices they can make
to get their needs met.

. They help learners understand diversity, conflicts,
and problems.

. They provide a forum for addressing individual and group
educational and behavioral problems at both classroom
and school levels.

. They help learners discover that each one has both indi-
vidual and group responsibilities for learning and
for behaving in a way that fosters learning.

. They help learners understand that, although the world may
be difficult and may at times appear hostile and mysterious,
they can use their minds to solve the problems of living in
their school world.
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7. They help learners see the relevance of the expected
school and classroom behavior to behavioral expecta-
tions in real-life settings.

Problems affecting the class as a whole, as well as particular
problems affecting individual members, are eligible for discus-
sion, although the teacher and class should establish ground rules
governing the introduction of an individual problem that is not
directly school related. The group discussion should always be
directed toward solving the problem; the solution should never
include punishment or fault finding. If class meetings are held
frequently, participants will become aware that many problems
are not amenable to quick solution: Some have no single best
solution, and some have a best solution that is only a “lesser evil.”
If problem identification is an open group process, there is little
danger that problems with a clear solution will be the only ones
chosen for discussion.

Following is a list of some questions that, singularly or in com-
bination, might serve as topics for a class meeting:

1. What is responsibility?

2. What are some examples of occasions when you felt
you exhibited responsible behavior?

Describe an action you have taken that you are proud of.
What is right?

What is wrong?

»~ w

How do you decide what is right and wrong?

N “l

How can you help someone who is having difficulty
following the rules?

®

How can someone help you?

9. Describe something someone else did that made
you feel proud of him or her.

10. What does freedom mean?
11. What is a friend?
12. What would you like to change about yourself?

(3. What wou!d you not like to have to change about yourself?

14. What motivates you to do your best?
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15. Who understands you?

16. How do you feel about yourself?
17. How do you think others see you?
18. Whom do you understand?

19. What is conflict?

20. What do you usually do when you find yourself
in conflict with a peer? With an adult?

21. What do you want when ycu are in conflict
with another person?

22. Does what you do when you are in a conflict with
another person help you get what you want?

The class meeting is a forum for reviewing school rules and
the reasons behind them, discussing the consequences of not fol-
lowing the rules, helping an individual or the group determine
alternative behaviors to replace unacceptable ones, suggesting
strategies to help an individual deal with someone who is creating
a problem for him or her, and exploring a variety of ways to meet
expectaticas. The class meeting can be a forum for generating ex-
pectations for the classroom. In addition, the meeting is a time for
activities that foster an understanding of basic needs and conflict.
For examiple, learners might brainstorm four lists enumerating the
things they do to meet their needs for belonging, power, freedom,
and fun. When learners realize that they are controlled not by ex-
ternal events but instead by the desire to satisfy certain internal
needs, they begin to make more effective choices to get these
needs met. In Peer Mediation: Conflict Resolution in Schools
{Schrumpf, Crawford, & Usadel, 1991}, the authors state:

Even though all people are driven by the same four
needs, each person’'s wants—or pictures— are unique.

It is impossible for two people to have the same picture
album because it is impossible for two people to live
exactly the same life. If a person wishes to understand
conflict and perceive it positively, the knowledge that no
two people can have exactly the same wants is central.
If two individuals wish to satisfy their need to belong
through a friendship, they must learn to share their com-
monalilies and respect and value their differences. . . .
Diagnosing the source of a conflict can help define a
problem, and a definition of the problem is the starting
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point in any attempt (o find a solution. Almost every
conflict involves an endeavor by the disputants to meet
the basic psychological needs for belonging, power,
freedom and fun. {pp. 6-7)

Life Rules

In the school for quality learning, the focus should be on life rules
rather than on classroom rules. The lead-manager teacher orches-
trates a discussion of behavior expected in the "real world" that al-
lows people to succeed and to get their needs satisfied. For exam-
ple, when aduits are responsible, prompt, prepared, participate,
and show respect, their chances for success and satisfaction in-
crease. Once these life rules are identified, the teacher facilitates
discussions and activities designed to enable the class to translate
each rule into a desired classroom behavior (see Table 16.2).

Life rules are rarely rigid. Rules need to be flexible to accom-
modate genuine mitigating circumstances. For example, in real
life, there are probably few absolute deadlines: Generally, a dead-
line can be extended so a quality result will be obtained. Even the
Internal Revenue Service allows filing extensions to taxpayers
who meet minimum requirements. The life rules of the school
and the classroom must also be reasonably flexible. The goal is to

Table 16.2 \life Rules Translated Into
Classroom Bz haviors

Life rules Classroom behaviors
Be prompt. Meet deadlines.

Be prepared. Have materials.
Listen for instructions.
Follow directions.

Participate. Be a part of discussion.
Complete work.
Stay engaged.

Show respect. Honor self and others.
Value property.

Be responsible. Accept ownership.
Plan more effective behavior.
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help learners understand the value of life rules. People of all ages
tend to follow rules that enable them to get along and be safe. For
example, games require rules that let all players play in the same
manner to achieve a meaningful outcome; traffic signs enable dri-
vers to travel with greater safety and a minimum of fear. The real
reason that a driver stops at a stop sign is not the possible conse-
quence of getting a ticket but the belief that stopping is in the dri-
ver's best interest and the interest of others. A consequence in
and of itself will not change a behavior. A consequence only
works when learners find value in the relationship with the per-
son asking them to do something or when they see value in what
they are being asked to do.

By providing regular and meaningful opportunities for learn-
ers to understand responsibility education and quality behavior,
largely through whole-class activities such as the class meeting,
the lead-manager teacher enables them to formulate a picture of
quality behavior that can become a part of their quality world.
For many learners, these group opportunities are sufficient to
internalize quality behaviors. Others will need additional atten-
tion and support from the teacher to understand the expectations
and to learn the behaviors that are consistent with those expecta-
tions. These learners need varying degrees of assistance through
the discipline program to become aware that internalizing quality
behaviors will be personally need satisfying. The following two
comporents of the noncoercive discipline program provide two
different ways to help learners take effective control of their be-
havior in two distinct problem areas. C.A.R.E. time is used when
a student is not producing quality work or following work guide-
lines, and time-out is used with the student who is disrupting the
learning environment of others.

C.A.R.E. Time

C.A.R.E. (communication about responsibility education} time is
a brief period for the teacher and the learner to rommunicate
about completion of work and engagement in classroom activi-
ties. This communication can be woven into the natural interac-
tions of teacher and learner within the classroom setting, or it can
occur at a scheduled time during or outside the school day. The
reality therapy process described in chapter 3 is used during
C.A.R.E. communication. The primary purpose of C.A.R.E. time
is to help learners focus on how they are acting, thinking, and
feeling and on what they want; to help learners evaluate whether
their chosen behaviors are helping them get their needs met effec-
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tively; and to help learners develop and commit to plans for effec-
tive, quality behavior. The teacher can accomplish this by posing
questions such as the following:

1. What are you doing? Focus on total behaviors—that is, how
the learner is thinking, acting, and feeling. Help the learner
understand that all total behaviors are chosen.

2. What do you want? Focus on the learner's present picture and

expand it to the learner's quality world—the way he or she
wants life to be.

3. Is {present behavior) going to get you what you want?
Focus on getting the learner to evaluate his or her behavior.
What can you do to get what you want? Focus on develop-
ing a plan that has a good chance to succeed.

The following dialogue between a teacher and a learner illus-
trates how C.A.R.E. time can be used.

Teacher:
Diana:
Teacher:
Diana:

Teacher:

Diana:
Teacher:
Diana:

Teacher:

Diana:

Teacher:

Diana:
Teacher:

Diana:

Diana, have you finished the book report?
No.

What are you doing?

I'm listening to Tonya and Jason talk.

Is listening to Tonya and Jason right now
helping you finish your book report that’s
due today?

No.
What do you want?
What do you mean?

Do you want to be a successful learner,
a learner who does quality work?

Yes.

Remember the life rule to be prompt. Is not
finishing assignments un time going to help
you be a successful person?

No, I guess not.

Do you want to be a successful person?
Yes.

133
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Teacher: What can you do to get what you want?

Diana: I can go to the reading center and finish
my report now.

Teacher: Will you do that?

Diana: Yes.

It is important to keep in mind that completion of work is
usuaily a matter of relevance. The learner who fails to complete
work often sees no purpose in completing the work other than the
avoidance of unpleasant consequences. Thus, work completion be-
comes a compliant behavior, not a need-fulfilling behavior. When
compliance is the reason for completing work, it will rarely be
quality work, and it wiil rarely be done consistently.

In the school for quality learning, the problem with work com-
pletion is diminished because the worker has a choice in what to
undertake. Even when activities are not of the learner's choice, the
completion of those activities will be likely because the learner
knows that he or she will have an opportunity to choose other ac-
tivities later. In the school for quality learning, teachers and learn-
ers operate from a relationship of trust. The learner in effect says
to himself or herself, "The teacher believes this is important, and
the teacher respects me and understands my needs; therefore, I
am willing to work hard at something the teacher believes is
important.” In the school for quality learning the teacher clearly
relates the value of the learning activity each time an activity is
presented. When there is a problem with work completion, the
teacher demonstrates a caring attitude and a willingness to take
time to help the learner resolve the problem.

Work completion problems are likely to arise when students
fail to meet agreed-upon deadlines. This situation requires feed-
back and counseling from the teacher. Learners typically miss
deadlines because they lack experience with time management
and they have not made quality a prime concern. Time manage-
ment problems usually take one or more of the following forms:
(a) the learner underestimates the time required to complete the
activity, (b} the learner underestimates the scope of the job—it is
more complicated/detailed than he or she thought, or (c} the
learner underestimates the quality—he or she does not fully visu-
alize the goal {(quality product) until the learning activity is well
under way. Self-evaluation and plannir.g during C.AR.E. time
will help the learner become a more efficient time manager.
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In the school for quality learning, either the teacher or the
learner may request C.A.R.E. time. Students need to know that
frustration is part of learning and that it is permiscible and advis-
able to request a conference with the teacher for help in address-
ing the problem.

Time-Out

The primary purpose of time-out is to temporarily remove the
learner from a situation where he or she is disrupting the learning
environment of others. It is not intended as punishment. Self-
evaluation is the only way to promote long-term change in learner
behavior. Time-out, when used properly, will encourage the
learner to self-evaluate and make better behavioral choices. In the
school for quality learning, the process follows a sports analogy.
As in sports, school time-out is used to break momentum, evalu-
ate the situation, and formulate a plan. The message should be
"Something is out of sync, and we need to work it out.” The plan
that the learner develops in time-out emphasizes the positive be-
havior that he or she is willing to engage in when the learning ac-
tivity is resumed—for example, "I will do my work and not dis-
rupt others who are working” or “I'll keep my hands and feet to
myself."

Time-out is an effective strategy only when the learner and
the teacher perceive it as a favorable method for working out
problems. If this is to happen, both the classroom atmosphere and
the time-out must be positive and noncoercive. Time-out is in
essence an opportunity for the learner to evaluate his or her
behaviors. It is a process that enables the learner to determine
that he or she is responsible for behavioral choices. In addition,
time-out gives the learner a chance to develop the skills for mak-
ing more effective behavioral choices.

The time-out location in the school for quality learmng is
comfortable and conducive to problem solving. It may be an area
of a classroom or another, separate place in the school. When tak-
ing time-out, the learner needs a place to become calm, think
about the situation, and develop a plan to return to classroom
activities. The duration of the time-out is up to the learner. The
teacher may set a minimum time to avoid further disruption of
classroom activities, but ideally the learner returns to the group
when he or she has an acceptable plan of action. The idea is to
keep the learner in class and engaged in learnmg activities, no* to
interrupt his or her education. Time-out is, in a sense, a last
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resort. When a behavior problem occurs in the classroom, the

teacher first attempts to work it out with the learner, using an in-
class intervention.

In-Class Intervention

When a learner disrupts the class, the teacher may issue a
command or ask questions to encourage the learner to evaluate
his or her behavicr. The command approach often invites resis-
tance or confrontation; the question approach is preferable be-
cause it focuses the learner's attention on the behavior. The
teacher can ask one question and continue with other classroom
activities, perhaps without waiting for a verbal response. The in-
tent is to have the learner answer the question for himself or her-
self. It is very difficult for the learner to avoid thinking about the
question. The number and types of questions the teacher asks are
determined by the severity of behavior, the activity under way, the
learner involved, and so on. The tone must always be noncoercive.
The following specific statements and questions are helpful.

1. To identify the expected and/ox target behavior:
“Please find a space to work on your own,” “Please do your
work quietly,” or, preferably, “What are you doing?”

. If the learner continues the unacceptable behavior:
"What is the rule about (specific behavior being challenged|?"
“Are you following our rule about this?" or “Is what you're
doing against the rules?”

. If the learner still does not stop the unacceptable behavior:
“Are you choosing time-out?” or “Do you know what you need
to do to stay in this classroom?” and "Will you do it?"

If the disruptive behavior continues after two or three inter-
ventions, it is best o talk briefly with the learner in private. If
that isn't possible, the learner should go to the classroom time-out
area. To end the time-out and return to classroom activities, the
learner must formulate an action plan. The plan may be verbal or
written, as the teacher prefers.

Verbal plan. The learner unobtrusively signals the teacher
that he or she has a plan and would like to rejoin the group. As
soon as possible the teacher goes to the time-out area and asks
what the plan is. If the plan is acceptable, the learner returns to
the classroom activities; if not, the learner stays in time-out to
develop another plan. If possible, the teacher should talk with the
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learner about the plan. It is especially useful to relate the learner’s
plan—acceptable or unacceptable —to the behavior that triggered
the time-out. A good way to do this is by asking questions—often
the same questions the teacher asked before sending the learner
to time-out.

Written plan. If the teacher prefers to use written plans,
forms for these plans are kept in the time-out area. (Figure 16.1
shows a sample planning form.) The learner must complete the
plan before signaling the teacher and returning to classroom activ-
ities. The teacher should approve the plan and, if possible, discuss
it briefly with the learner. If a learner has trouble completing a
plan, the teacher should help by raising the same questions used
for C.A.R.E. time: “What do you want?” and “Is what you are do-
ing helping you get what you want?"

Figure 16.1 Sample Planning Form
for “ime-Out Use

S.T.A.R. PLAN
(SUCCESS THROUGH ACTING RESPONSIBLY}

My behavior (What am 1 doing?)

My plan (I will .. )

Naine Date
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Oui-cf-Class Intervention

When a learner disrupts classtoom activities while in the
time-out area or fails to follow the plan developed in time-out, he
or she may need to take time-out outside the classroom. If possi-
ble, the teacher should first discuss behavioral choices with the
learner and ask if he or she is choosing time-out outside the class-
room. If the unacceptable behavior still does not cease, the learn-
er should be sent to the out-of-class time-out area.

The out-of-class time-out area is supervised by an adult who
will encourage the learner to discuss what is happening, find an
alternative to the problem behavior, and rcturn to the classroom
as soon as possible. The following dialogue between a time-out
supervisor and a learner illustrates the use of reality therapy to
help the learner change his behavior.

Supervisor: Sam, I understand there was a problem
in class. Let's see if we can work it out.

Sam: Nobody ever listens to me.

Supervisor: I'll listen. Tell me what you were
doing in class.

Sam: Allyn and Stefonce were teasing me about
my haircut, and they made me mad. Mrs.
Banks sent me here, and it's not my fault.

Supervisor: Allyn and Stefonce were making fun of
your haircut, and you're mad at them.
What did you do while they were teasing
you?

Sam: I yelled at them. Mrs. Banks asked me
if I was choosing time-out when I started
yelling . . . they didn't stop laughing when
she said that, so I just kept on yelling. She
wouldn't listen to me. She said I was dis-
rupting the class. It's not my fault.

Supervisor: Do you have a right to be happy and to be
treated with compassion in the classroom?

Sam: Yes.

Supervisor: What's the responsibility that goes
with that right?

Sam: INot to tease others or hurt anyone's
feelings.
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Supervisor:

Sam:

Supervisor:

Sam:
Supervisor:
Sam:
Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

Sam:
Supervisor:

Sam: .

Supervisor:

Sam:
Supervisor:
Sam:
Supervisor:

Sam:
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Do you have a right to hear and be heard
in the classroom?

Yes.

‘What's the responsibility that goes with
the right to hear and be heard?

Not to yell or scream or disturb others.
What were you doing?

I was yelling.

What do you want?

I want Mrs. Banks to make Stefonce and
Allyn stop making fun of my hair.

You want Allyn and Stefonce to stop
teasing you. Was it the teasing that got
you in trouble, or was it what you
chose to do when they teased

you that got you in trouble?

They made me mad.

What did you choose to do when
you got mad?

I yelled at them.

Did choosing to yell make them stop
teasing you?

No, they laughed and kep* on teasing me.
What do you really want?

I want to be in class with my friends. I
don't want to be* ased about my hair.

You want to be in class with your friends.
You don't want to be teased about your
hair. Is yelling helping you get what you
want?

No.
What will help you get what you want?
I don't know.

Will yelling help you stay in class?

~00
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Supervisor:
Sam:
Supervisor:
Sam:

Supervisor:
Sam:

Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

Sam:

Supervisor:

What might help?

I don't know. Maybe not yelling?
Is that something you could do?
I suppose.

Do yuu want 5 be friends with Allyn
and Stefonce?

Yes, if they stop teasing me.

If they tease you again, is there some-
thing other than yelling that you could
choose to do?

I could walk away and talk to Mrs. Banks.

If you walked away and talked to Mrs.
Banks, there are some different things she
could do to help you solve the problem.

Like what?

She could call a class meeting and dis-
cuss the right to be happy and treated
with compassion by others in the class-
room and the responsibility to treat others
with compassion. She could refer the three
of you to mediation so you could work out
your problem face-to-face without dis-
rupting the classroom. Do either of those
sound like plans that could help in the
future?

Yes.

There is also something else that you
might do instead of yelling.

There is? I can't think of anything.

You could tell Allyn and Stefonce how
you feel. Say, “I want you to stop teasing.
It hurts my feelings. You could remind
them of the Rights and Responsibilities.”

What if that doesn't work? I think they'd
laugh at me if I said that to them.

What do you want your plan to be?

~J0
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Sam: I won't yell and disrupt the class. I will ask
for Mrs. Banks to help when I get mad.

Supervisor: Do you think this plan will work?

Sam: Yes.

Supervisor: Will you do it?

Sam: Yes.

The duration of time-out will vary for each learner. There is
no benefit in helding a learner for a set length of time. Such a
practice tends to breed resentment, anger, and a desire for re-
venge. A secondary school student may be kept for the remainder
of the class period because he or she has already disrupted the
classrooin several times and returning may only create a further
disruption. In an elementary school with seif-contained class-
rooms, the learner is allowed to rejoin the class when he or she
has developed a satisfactory plan.

In most schools there is a schoolwide time-out room, although
it is probably not labeled as such. A learner who exhibits unac-
ceptable behavior is usually referred through the disciplinary
chain of command (counselor, principal, etc.). This system can
rather easily be adapted to the time-out practices described here.
We recommend that the learner be required to have an acceptable
written plan before returning to class. A plan sheet similar to the
in-class form can be used, and the time-out supervisor can help
the learner develop the plan. A conference with the classroom
teacher is also called for— not to punish the learner but to ensure
that the plan has been thought through and that the learner has
evaluated the previous behavior. This conference also reestab-
lishes the teacher’s and the learner’s shared responsibility to pre-
serve the learning environment and to strive for quality.

Mediation

Mediation is a method for negotiating disputes and find-
ing resolutions that combines the needs of ‘he parties
instead of compromising those needs. It is a way for stu-
dents to deal with differences without coercion. Media-
tion works well to resolve conflict in schools because
through it students gain power. The more students be-
come empowered to resolve their differences peacefully,
the more responsibly they behave. {Schrumpf et al.,
1991, p. 11
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Mediation is a step-by-step process that requires flexibility and
spontaneity to respond to each situation. The mediator is pro-
‘active —that is, the mediator is responsible for creating and main-
taining an atmosphere that fosters mutual problem solving.
Mediation may be conducted by the teacher in the classroom, by
the time-out supervisor, by the principal, by a counselor, and so
forth, or it may be conducted by trained peer mediators. Briefly,
as Schrumpf et al. (1991) outline them, the steps in mediation are
as follows:

1. Open the session: Establish the ground rules.
2. Gather inform.ation: Listen to both sides of the story.

3. Focus on common interests: Determine and summarize
shared or compatible interests.

. Create options for common interests: Brainstorm
possible solutions.

. Evaluate options and choose solutions: Decide what
can be done to solve the problem.

. Write the agreement: Write what each disputant
agrees to do to solve the problem.

Mediation, like reality therapy, attempts to create a suppor-
{ive environment in which individuals can begin to make changes
in their behavior. Mediation promotes a positive classroom envi-
ronment in which students learn a peaceful, need-fulfilling way to
resolve conflict and achieve mutual respect through clear and
direct communicaticn. Table 16.3 outlines the steps for bringing
about change through reality therapy and mediation.

CONCLUSION

It is absolutely essential for the lead-manager teacher to create a
positive counseling environment in the classroom for quality
learning. Learners nced a friendly, supportive atmosphere to en-
gage productively in self-evaluation and to risk trying new behav-
iors. A relationship of mutual appreciation and trust between the
teacher and each learner is required for the development of quali-
ty behavior and quality learning. This important relationship is
tested most critically in the classroom'’s responsibility education
program. The success of each learner in achieving quality de-
pends above all on the absence of coercion. The lead-manager
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Table 16.3 Steps for Change in Reality Therapy
and Mediation

Actions that
create a
supportive
counseling
environment

Procedures
that lead to
change

Reality therapy

Be friendly and listen to the
learner’s story.

Avoid discussing feclings and
physiology as separate from
total behaviors —relate feelings
and physiology to current
actions and thoughts.

Do not allow the learner to
focus on the past uniess the
events can be related to the
present situation.

Accept no excuses for
irresponsible behavior.

Avoid punishing o. «riticizing
the learncr, or protecting him
or her from the natural con-
sequences of the behavior.

Focus on the learner’s total
behaviors and help the learner
realize that these behaviors are
chosen.

Ask the learner what he or she
wants now. Then expand this
to the direction he or she would
like to go. If the learner does
not know. focus on the current
chosen behaviors.

Ask the learner to evaluate:
*Does your present, behavior
have a reasonable chance of
getting you what you want?
Will it take you in the direc:
tion you want to go?*

Plan a new behavior through
which the icarner is more likely
to meet his or her needs.

Evaluate the plan to sec if it
has a good chance of success.
Get a commitment from the
learner to act on the plan.

Write the plan. Do not give up
on the learner’s ability to
succeed.

Mediation

State the ground rules:
¢ The mediator remains neutral.
e Everything said is kept
confidential.
Each person talks without
being interrupted.
Both tearners will cooperate and
do their best to find resolution.
Get a commitment to the rules.

Gather information:
o Have learners tell their stories.
o Summarize/clarify perceptions.

Turn the focus to the present
and future.

Avoid blaming and criticizing:
separate the people from the
problem.

Focus on interests. not positions.

Determine learners’ interests by
asking. “What do you really want?”
and “Did your (behavior] get you
what you wanted?"

Interests define the problem.
The most powerful interests are
basic human needs.

Have the learners evaluate their
positions by asking, “What will
happen if you de not find a
resolution?”

Create options for resolution by
brainstorming solutions that meet
the interests of both learners.

Evaluate options and decide what
cach learner is willing and able to
do. Get a commitment to doit.

Write the agreement. Remind
learners that they may use
mediation again in the fulure.
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teacher's most important challenge is to consistently relate to
learners nonccercively. Meeting this challenge is fundamental to
the success of the school for quality learning. All of the¢ crucial
decisions outlined in the previous chapters can be nullified unless
each learner fully accepts the responsibility to develop quality
behavior. Only the teacher who abandons coercion can kelp stu-
dents realize this goal. As Haim Ginott (1972) observes:

I've come to a frightening conclusion that I am the
decisive element in the classroom. It's my personal
approach that creates the climate. It's my daily mood that
makes the weather. As a teacher, I possess a tremendous
power to make a child's life miserable or joyous. I can be
a tool of torture or an instrument of inspiration. I can
humiliate or humor, hurt or heal. In all situations, it is
my response that decides whether a crisis will be es-
calated or de-esczlated and a child humanized or
dehumanized. (pp. 15-16)




CHAPTER 17

[earner
Development:
Assessment and
Fvaluation

Sweeping transformations in existing educational practices, in-
cluding organization, decision making, curriculum, teaching strat-
egies, and so on, have been advocated as prerequisite’s to the
development of a school for quality learning. Perhaps the most
critical and broadest of those transformations concerns evaluation
of learning and of the learner. With the exception of the use of
punishment to gain compliance {see chapter 16}, evaluation is the
current practice most antithetical to the development of quality.
In fact, evaluation is a misnomer for the competitive, comparative
system employed to judge and label learner achievement. The
grading system, be it the typical A through F system, a numerical
system, or a system of satisfactory-unsatisfactory ratings, is a
summative way of comparing learners to one another. Such com-
parisons are contradictory to the philosophy of individualized
learning. The grading system in education is a glaring example of
bad practice according to Deming's {1986} Point 3 {cease depen-
dence on mass inspection) and it is a case of the third deadly dis-
case {evaluation by performance, merit rating, or annual review).
It is also contrary to what Deming advises in Point 11 {eliminate
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numerical quotas) and Point 12 (remove barriers to pride of work-
manship). Most important, current grading practices flagrantly
contradict Deming’s Point 8 (drive out fear). The grading systera is
the ultimate tool of the boss-manager teacher; grading is coercive.

Glasser {1969) argues that schools have inherent practices
that limit success and increase failure among students. He main-
tains that

the school practice that most produces failure in students
is grading. . . . The only acceptable grades are gocd ones,
and these good grades divide the school successes from
school failures. Grades are so impertant that they be-
come a substitute for education itself. . . . Grades have
become moral equivalents. A good grade is correiated
with good behavior, a bad grade with bad behavior, a
correlation that unfortunately is very high. . . . Grades
are the currency of education. The highest grades are
worth the most in terms of honors and entrance into
better schools (or programs) at every level. But, because
grades are primarily measures of a student'’s ability to
remember designated facts rather than to think, grades
are often unable to indicate those who can do the most in
the world. . . . A student has two choices: concentrate on
grades and give up thinking; or concentrate on thinking
and give up grades. (pp. 59-62)

Glasser further concludes, on the basis of extensive interviews
with students over the years concerning the issue of grades, that
students "believe that the line between passing and failing in our
grading system lies just below 'B'; that is, the student who gets
mostly 'C's’ is essentially a failure in school because the only real
passing grades are ‘B’ and 'A"" (p. 63].

An additional difficulty with the existing system, according to
Glasser {1969), is that grades tend to become permanent labels:

Another sinister attribute of grades is that they are limit-
ing and damning for life. In a world that sometimes
judges people by their records rather than by themselves,
a student with low grades has little chance to advance to
higher education. . . . Although we know that people do
change, that people mature at different rates, that tem-
porary personal problems can cause failure not attribut-
able to inability to learn or think, the grade remains and
cannot be wiped out. . . . As long as we label people
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failures at some time in their lives and then damn them
for the rest of their lives for this failure through grades,

we will perpetuate misery, frustration, and delinquency.
(pp. 63-64)

Moreover, grades actually encourage cheating. When grades
become the currency of the system, those who are greedy for the
available riches will do whatever is necessary to obtain good ones,
including cheating and deceiving. Although grades purportedly
raise academic standards, there is good evidence that just the
opposite is true. Grades actually constrain learning: The learner
who wishes to succeed will spend considerable mental energy
trying to determine what will be the basis of the grade and will
spend little effort trying to learn anything not directly related to
the grade. In practice, grading systems usually incorporate nu-
merical quotas—a certain percentage of students may receive A’s,
a certain percentage B's, and so on. The use of grades is thus anti-
thetical to Deming's Point 11 (eliminate numerical quotas).

Grades as used in most secondary schools actually limit the
development of talent. Learners with talent, especially in areas
such as music, drama, and athletics, have little opportunity to
express that talent unless they earn adequate grades. They are not
permitted to participate in extracurricular activities unless they
show acceptable grades in academic areas that may be only re-
motely related to their talents. This practice restricts students’
opportunities for need fulfillment. If a learner were allowed to
succeed in an area of interest and talent, that success might create
a sense of belonging and power that could lead to increased suc-
cess in academic and other areas. Glasser states that the current
grading systern is not logically defensible. He theorizes that “most
teachers hate [grades]. They believe they are harmful to education
because they take time away from teaching; they believe they are
inaccurate; and they believe they reduce the warm, human in-
volvement possible and necessary between teacher and student’
(1969, p. 68).

The grading system certainly has a long history. It is without
doubt the most entrenched convention in education. Its survival
is an interesting paradox. Few educators overtly defend current
practice; instead, they attribute the use of grades to factors be-
yond their control. One argument is that parents desire grades.
On the surface, this may appear persuasive. But we must ask, Do
parents really desire grades, or do they not know of an alterna-
tive? Parents understand grades—as much as one can understand
an illogical system —because grades are part of their own school
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experience. They probably also encountered the use of grades
beyond the school setting as they sought to enter higher educa-
tion, vocational training, military service, or the job niarket. But
would parents opt for grades if offered an alternative s ich as a re-
port detailing their child’s strengths and weaknesses as a learner,
the effort that the child is expending, and the child's demon-
strated learning outcomes? Wouldn't they opt for a reporting pro-
cess that offered them suggestions for helping their child become
a better learner?

Defenders of the grading system often argue that competition
is fundamental to our society and that participating in a competi-
tive system early on prepares the learner for the realities of life.
This argument is based on several myths about competition: that
competition is part of human nature and is an inevitable fact of
life; that competition motivates -one to do one's best; that without
competition one would cease to be productive; that competition
builds character and is good for self-confidence; that competition
in the form of contests is the best way to have fun. Competition in
the learning environment, as in any endeavor, creates winners and
losers. It also suppresses learners' inclination to work cooperative-
ly. On the other hand, when learners are encouraged to cooperate,
combining their talents and energies so that as many as possible
can achieve the desired result, the system becomes a win/win
instead of a win/lose system. Learning by all individuals is the out-
come of a win/win system; in the win/lose system, grades, not
learning, become the outcome.

Grades are necessary in school, argue some, because colleges
and potential employers require them. This is similar to the argu-
ment that parents want grades. Is there an alternative that would
provide a college or a prospective employer better, more reliable
information? Some educators—perhaps the more honest ones—
maintain that grades are necessary because, if it weren't for
grades, students wouldn't listen or exert any effort in school. This
view reflects the use of grades to force irrelevant activities on stu-
dents. This is the position of the boss manager who subscribes to
the theory X view of the learner (McGregor, 1961; see chapter 6).

The foregoing arguments for the grading system may have
been persuasive under the industrial worldview, but they do not
fit with our information- and knowledge-based worldview. Com-
petitive structutes must be replaced with collaborative ones. The
desired outcomes of the school for quality learning cannct be real-
ized in a system in which the most important dimension of the
learning activity, evaluation, is handled in a manner that com-
pletely contradicts the philosophy. It is highly unlikely that =
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school that retains grades, regardless of changes in the way they
are awarded or defined, can develop an evaluation system that
contributes to the full involvement in quality learning of each
learner.

In chapters 14, 15, and 16, we listed nine decisions the teacher
should make to begin developing the classroom for quality learn-
ing. The final, most critical decision relates io evaluation.

DECISION 10. The teacher should establish a plan for eval-
uating learning and individual learners. The aim should be to in-
crease learners’ involvement in the critical evaluation dimension
of the learning activity and help them understand the nature of
quality in both the process and the products of learning.

The lead-manager teacher recognizes that designing an evalu-
ation system means addressing two distinct but not entirely sepa-
rate issues. Evaluating learning--or, more precisely, evaluating
the learning activities and helping the learners understand the
naiure of quality —may be primarily a group or whole-class activ-
ity. On the other hand, evaluating the individual learner’s process
and assessing the quality of the individual learner’s product is pri-
marily a private matter.

GROU? EVALUATION

To function productively in an individualized learning program,
students need to understand themselves and the learning process.
An excellent vehicle for developing this understanding is the
learning process seminar. It is similar to the social-problem-
solving class meeting described in chapter 16, but it focuses on
learning and learning behaviors rather than social behaviors. Al
times it is possible to integrate the social-problem-solving class
meeting and the learning process seminar into a single session.
The learning process seminar brings the students and the
teacher together as a community of Jearners to share their feelings
and their understandings about the learning activitics in progress.
It lets them take time out from those activities and focus on what
has happened, discuss what is happening, theorize about what
might happen, and refl 't on how it all affects the attitudes.
behaviors, and knowledge of cach person involved. The seminar
is a sort of laboratory in human dynamics. It allows for the devel-
opment of communication skills and the building of intecpersonal
relationships. Examining behavior and trying out new behaviors

(vNq -

i




212 CHAPTER 17

are encouraged; ideas and theories are tested; quality is demon-
strated and diagnosed.

A successful learning process seminar depends on certain
conditions that ensure involvement and relevance. The teacher
establishes the following conditions:

1. The group may range in size from a few learners and the
teacher to the entire class. All group members are expected
to participate actively in the discussion. The discussion
should be open-ended and focus on learning rather than
doing. From the perspective of evaluation, the question,
Wkt did you do? is of little value. Instead, the questious,
What did you learn and How did you learn it? help the
learner assess quality.

2. Equality in communication must be established. No group
member has special privileges, especially not the teacher.
Each member is important, and all may give and receive
feedback as they test ideas or behaviors.

3. Trust must be established within the group, and judgment
must be suspended during the seminar. Feedback is the rule,
but only the recipient should make judgments about that
feedback outside the group, especially when those judgments
concern evaluation of the learner or the learner’s product.

4. Honesty in communication and feedback is vital. The
purpose of the seminar is to help all participants develop
as fully as possible. People need to know where they
are now in order to grow.

5. The rule of focus should be followed so that each idea is
treated fully and each person has full opportunity to expose
ideas and behaviors to the group. The rule of focus requires
that the person revealing the idea or behavior be the one
to determine when the discussion may take a different
direction. Others who wish to contribute do so by helping
that person clarify or better understand the idea or behavior
under discussion.

Following are some questions that might guide a learning pro-
cess seminar: |

1. What do you consider when you decide what to learn?
2. How do you know you have learned something?

3. What have you learned?
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16.
17.
18.
19.
20.
21.

22.
23.
24,

25.
26.
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. How did you learn it?

. What do you expect from school?

. What do you enjoy learning?

. What is easy for you to learn?

. What is difficult?

. What information sources have you found useful? Useless?
10.
11.
12.
13.
14.
15.

How do you solve problems?

What problems do you want to solve?

How do you decide if you have done a good job?

What do you think the learning facilitator should be doing?
What kind of feedback is important to you?

What are all the different ways you can think of
to get information?

What is a hypothesis? A generalization?

How do you form a hypothesis?

How can a hypothesis be tested?

How do you form a generalization?

What organizing strategies do you use to help yourself learn?

What are all the different ways you can show someone
else what you have learned?

If you needed help, where would you go?
Who wouid you ask to help?

Whom could you help and under what conditions
would you help that person?

What frustrates you in your attempts to learn?

How do you know something is your best effort?

Discussion of these questions gives learners the opportunity

to broaden their repertoires of learning strategics and to find out
how others define quality. The seminar can effectively establish
expectations for both the learning process and the learning prod-
uct. Individuals may identify other learners with whom they
might fruitfully collaborate. Learners can give and receive assis-
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tance with learning problems, processes. or evaluations. Hearing
how others respond to a question gives each learner better insight
into the multiple criteria that can be applied to learning and the
range of possible judgments. Some of the questions raised in the
learning process seminar are also appropriate for the lead-
manager teacher to raise with individuals to facilitate their evalu-
ation of their own learning.

INDIVIDUAL EVALUATION

The second aspect of evaluation involves the individual learner
and the quality of the learner’s process and product. Traditionally,

individual evaluation has relied heavily on the objective test.
Glasser {1969) asserts that an

vducational practice that helps produce mediocre educa-
tion is objective testing. . . . Objective tests, except in rare
instances, are passed by memorizing facts and regurgi-
tating them correctly, a process that eliminates thinking
by its total emphasis on the answer. A requirement to

obtain correct answers gives little encouragement to
learners to think independently. School is often thought
of as a place where there are right answers to relatively
simple questions of fact. We should change this image
by improving the questions to ask for answers involving
thinking. . . . Objective tests, which by their nature deal
only with the known, frustrate effort toward more
thinking in school. . . . Objective tests discourage
research, discourage thoughtful reading, discourage
listening to anything but fact. . . . Many objective tests
require little more of the student than memorizing the
jargon of the particular subject, thus emphasizing words
rather than the ideas behind them. {(pp. 69-70)

In practice, the objective test usually signifies the end of the
lcarning activity. The learner is judged (graded) on the basis of
test performance. If the performance is poor, the learner receives
a low grade or fails and is then expected to go on to the next learn-
ing activity. Objective tests might be at Icast minimally useful if
the results were used to show the learner which material needed
further study or even if the teacher used the results to determine
what needed to be retaught. That is seldom the case, however,
and the close marriage of test scores te grades at best renders
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objective tests nearly useless and very probably makes them
counterproductive in terms of quality learning.

Objective tests, especially standardized achievement tests, are
not really designed to assess what has been learned. They are
usually administered under unnatural conditions and actually
assess how well the learner can perform under those conditions.
Nearly all tests are closed-book examinations based on the as-
sumption that knowledge remembered is superior to knowledge
looked up. Nearly all tests are strictly tire monitored. Time-
restricted tests place a premium on speed of recollection rather
than on quality production. Typical objective test conditions create
psychological barriers to performance by increasing the test taker's
anxiety or, at least, by doing nothing to reduce that anxiety.

The lead-manager teacher will depend very little on objective
tests to assess learner performance. This is not to say that paper-
and-pencil assessment instruments (of which objective tests are
only one example] have no place in the school for quality learn-
ing. They may provide an effective way to judge the mastery of
subject matter and (in the case of subjective tests) thc develop-
ment of thinking skills. However, paper-and-pencil tests will not
be the exclusive —or probably even the predominant—method for
assessing learning. Performance assessments based on the teacher's
observation of the learner or the learner's product and on direct
personal communication between teacher and learner will be
very important. The teacher needs a full range of assessment
options— paper-and-pencil instruments, observational assess-
ments, and personal communication with the learners individual-
ly and as a group—to gather the data required for good decisions
about the learning environment, learning activities, and individ-
ual learners. Formal and informal assessment is crucial for each
learner: it enables the teacher to effectively question the learner
during the evaluation process. Moreover, the teacher must pos-
sess quality assessment techniques to adequately facilitate learner
self-evaluation.

To offer proof of quality learning, the learner must perform an
exemplary task, exhibit an exemplary product, or give an exem-
plary explanation of something that cannot be demonstrated or
displayed. The lead-manager teacher involves each lcarner in a
self-evaluation jrocess designed to achieve two outcomes: {a) to
assess the quality of the product dimension of the learning activi-
ty and (b} to obtain feedback that will lead to improved problem
definition, improved process selection, and a higher quality prod-
uct in future learning activities. Individual learners should be
involved in continually evaluating their cfforts and outcomes.
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Obviously, the best way to promote this self-evaluation is through
frequent face-to-face interaction between the learner and the
teacher. Because each teacher will be responsible for several
learners, evaluation conferences will probably be less frequent
than desired. It is important to establish learner-managed evalua-
tion activities that will make the evaluation conferences as mean-
ingful and efficient as possible.

Each learner should maintain a learning activity log that
would provide a written record of the learner's activities between
conferences with the teacher and would also require the learner
to analyze his or her activities and process. Figure 17.1 shows a
sample learning activity log.

Prior to each conference, the learner should also be asked to
select an agreed-upon number of learning products to share with
the teacher. Examples of those products might be the learner's
best piece of writing, best problem solution, best product, and
best verbal demonstration of something learned. The learner is
really building a portfolio. At intervals, the learner might be asked
to choose any item from the portfolio and improve upon it.

Figure 171 Sample Learning Activity Log

LEARNING ACTIVITY LOG

Learning activity Learning process I learned that . ..
(Problem attempted} (What I did; it was
useful/useless)




Q

E

RIC

PAFullToxt Provided by ERIC

Learner Development 217

Products of learning activities are nearly unlimited. A reenact-
ment, a speech, a monologue, a newscast. a role-play, a skit, a
panel discussion, a game show, a diorama, an expressive reading, a
play, a video, an original comic strip, a poster, a scale model, a sur-
vey, a flowchart, a graph, a computer program, a three-dimensional
display or model, a knowledge cube, a collection, a scrapbook, a
collage. a bulletin board, and an experiment are examples of con-
crete products that a learner or group of learners might offer to
exhibit proficiency in a learning activity. The lead-manager teacher
encourages variety and originality in tie creation of learning prod-
ucts and encourages learners to share them because such products
are themselves a learning resource for others. However, evidence
of learning and growth toward quality also takes intangible forms.
Attitudinal changes, improved verbal descriptions and discussion
of activities, signs of self-directive behavior or self-discipline,
emergence of leadership qualities, broadening of interests, greater
self-awareness. identification of personal goals, and deepening
commitment to beliefs and concerns are also clear signals that a
learncr is growing and pursuing quality.

The learner comes to each avaluation conference with quality
samples and a record of learning activities pursued since the last
conference. The learner has already applied some evaluation cri-
teria to the activities and has made some judgments. Learners
should be encouraged to obtain feedback from others besides the
teacher—from peers. other resource persons, experts, family
members, and so on—and to use this feedback in choosing quality
samples to share with the teacher. The lead-manager teacher
attempts to clarify the presentation and challenge th - learner with
questions. Sample questions, in no specific order, wie presented
here:

1. Why did you choose this sample?

2. What makes you proud of this?

3. Why do you think this worked for you?

4. What did not work?

5. Where do you see yourself going with this dea’

6. Do you wanl to pursue it?

~1

Are you on the vight iack?

0

. Do you have a plan?

9 ba you need to change plans” Canyou?
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10. What other things do you want to learn?
11. Did anything surprise you?

12. If you were to do anything here over again,
do you think you could do better?

13. Do you want to do anything over?
14. Would you like to submit this to someone
else for an opinion? Who?

Group learning activities can be evaluated in the same man-
ner, with the teacher-learner conference including all those in-
volved rather than an individual student.

THE ISSUE OF STANDARDIZED TESTING

Standardized achievement testing will undoubtedly be an issue to
be confronted in the school for quality learning. These tests are
useless in assessing individual learning and do little to enlighten
the teacher about the overall performance of the class. Earlier in
this chapter we noted the detrimental effects of standardized tests
and especially the detrimental effects of exhortations to improve
performance on these tests. Standardized test items are usually
kept secret, hidden from learners and teachers; this practice con-
tradicts the most basic conditions required for learning. All asser-
tions made about objective tests earlier in this chapter are doubly
true for standardized achievement tests. By constraining curricu-
lum and frustrating teachers and learners, standardized achieve-
ment tests undermine rather than foster school improvement.
Rather than promoting accountability, standardized tests place
control and authority in the hands of an unregulated testing
industry. .

The lead-manager principal and teachers will not allow tests
to drive the curriculum or to limit the learners’ and the teachers’
choice of learning activities. The lead-manager teacher will not
teach to the test, understanding that test performance has nothing
to do with quality learning. However, because testing is a fact of
life and standardized tests are likely to affect learners in future
endeavors—for instance, admission to postsecondary institutions
or programs—the opportunity for learners to develop test-taking
skills is a responsibility the teucher might well accept. Simply
helping to develop strategies for reducing anxiety may improve
performance on slandardized tests considerably. Such strategies
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include, among others, answering all questions you know first,
not spending time on questions you cannot answer quickly, and
guessing rather than leaving a question unanswered. Explaining
that no test taker is expected to answer all questions correctly
may also reduce learner anxiety and improve performance.

Even the most ardent proponents of national standards and
accountability differentiate between tests and exams. They argue
that American students take too many tests (indicators of skills
unrelated to the curriculum) but too few exams {assessments for
which students can prepare). Ruth Mitchell (1992} asserts that “a
verbal confusion is muddying the debate about a national system
of standards and assessments. The words ‘test’ and ‘assessment’
are being used as if they were synonymous” (p. 34). Mitchell holds
that the two terms reflect two radically different models of educa-
tion; the terms, she maintains, must be clarified if any debate
about national standards and assessments is to be meaningful.

According to Mitchell (1992},

tests are machine scored, usually multiple choice and
norm referenced. Their essence is speed, cheapness, and
psychometric respectability. Assessments . . . are no'.
machine scored, and vary in length and in what they
require students to do. Their essence is the active
production of response by the student. (p. 34}

Tests, in Mitchell's view, are compatible with a “factory” model of
education in which students are passive recipients of discrete bits
of information and a premium is placed on the ability to roemorize
and to recognize "right’ and "wrong" answers. Tests are used to
track students and to determine access to learning opportunities.
Assessments, by contrast, are open-ended and require the active
application of knowledge and skills to meaningful problems. They
imply a “community of learners” model in which each individual
is challenged to develop intellectually, socially, and emotionally.
Mitchell states that “using tests to measure progress in schools
where change is taking place is wrong-headed. So too is the claim
that accountability requires a different kind of measurement than
classroom assessment” (0. 34). Finally, she concludes that

Adopting a national system of standards and assess-
ments—not a national test—implies a national endorse-
rent of the “community of learners” model. Performance
assessment should be seen in the context of the model:

t is by no means a panacea and should not be regarded

AR
~ i




CHAPTER 17

as more than a useful instrument. It is one of many
factors for example, cooperative learning, whole lan-
guage, active learning, the community as classroom, the
student as worker) that undermines the factory model
and provokes that asking of fundamental questions about
the purposes of education. (p. 35)

It is debatable whether a national system of standards and as-
sessments can lead to improvement in our educational system, as
proponents argue that it will. The question in the school for quali-
ty learning is, Will such a system of national standards actually
promote quality, or will such a system produce an averaging ef-
fect, with poor performers showing gains and quality performers
declining? Further, will a national system pay respect to the de-
sired outcumes of the school for quality learning, or will the
national star-iards be trivial and mundane? Regardless of the
answers to these and related questions, assessment is central to
the evaluation process that will help produce quality learners and
quality learning products.

The evaluation system in the school for quality learning wiil
usually include three components: exams (curriculum-related
assessments for which teachers help learners prepare by gearing
learning activities to desired knowledge outcomes): portfolios of
student work; and long-term projects. Rather than simply requir-
ing learners to regurgitate facts, as do most teacher-designed ob-
jective tests, the exams would feature essays and performances
assessed by the teacher and/or other learners. For example, a
learner might be asked to demonstrate practical literacy skills by
following written instructions and diagrams to assemble a piece
of equipment. A simulated economics game played by a group
might be used to determine how well the learners work together.
Portfolios and projects are longer term efforts. A portfolio, main-
tained as the record of learner achievement, is a compilation of
the learner's best works, such as lab reports, term papers, cre
ative writing assignments, and problem-solving activities. A pro-
ject, which might well be done by a group, could entail building a
physical model, investigating an aspect of community life, or
completing a challenging laboratory experiment.

In the school for quality learning, the assessment program
will include a strong element of learner self-evaluation. It will
constitute a record of learner activities and accomplishments and
will provide an ever-rising bench mark in the learner's pursuit of
quality. Progress reports to parents or to other interested parties
will not be summative. Rather, they will be delivered either in a
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written narrative or in a personal conference. Ideally, the evalua-
tion report will be prepared by the teacher and the learner to-
gether and will be supported by the sample of learning products
in the student's portfolio.




CHAPTER 18

Behaviors Beyond
Fffective Teaching

Research on teaching during the 1970s and 1980s by educational
researchers such as Jere Brophy, Madeline Hunter, David Berliner,
Jane Stallings, Barak Rosenshine, Lee Shulman, and many others
resulted in a compilation of teaching behaviors characteristic of
teachers judged effective according to the researchers' criteria.
Those behaviors include some that are best called management
behaviors and others best characterized as didactic behaviors (a
somewhat artificial distinction because classroom management
and instruction are intertwined and interdependent).

Following are management behaviors associated with effec-
tive teaching.

Establishes a learning environment. Effective teachers es-
tablish rapport with their students and provide a pleasant and
orderly environment that is conducive to learning. Effective
teachers maintain a businesslike—or, more precisely, a learning-
like —atmosphere and convey a sense that learning and teaching
are important. The classroom is functional, attractive, and orderly,
with a warm, accepting climate in which learners are valued and
respected. The effective teacher conveys the belief that all stu-
dents can learn, reinforces their learning efforts, and establishes
challenge in lessons while holding varying levels of expectation
that allow each learner to experience success.
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Establishes a learning routine. Effective teachers maximize
time on task by using minimum class time for noninstructional rou-
tines. Lessons begin promptly, and the entire class period is devoted
to learning. Distractions and unnecessary delays are avoided.

Maintains discipline. Effective teachers clearly define ex-
pected behavior. Positive behavior is encouraged and recognized,
and negative behavior is controlled. Self-discipline is promoted, and
disruptive behavior is corrected constructively. Classroom rules are
clearly defined and are understood by all learners. The effective
teacher actively monitors learner behavior during class periods,
using positive reinforcement to perpetuate appropriate behavior.

Prepares for instruction. Effective teachers plan carefully
and thoroughly for instruction. Their lessons are clear and logical,
following a sequential format. Every lesson relates to both short-
and long-term objectives that are compatible with the academic
goals of the classroom and the school. Information about individ-
ual learners is used in selection of activities to meet individual
and group needs. Lessons are focused and structured to utilize
time efficiently, and all necessary materials and supplies are read-
ily available.

Didactic behaviors characteristic of effective teacuers include
the following.

Establishes objectives. Effective teachers clearly and logi-
cally communicate to learners the purpose of the desired learning
and the objectives of the lesson. They ensure that those objectives
are consistent with the readiness of the learners. Effective teach-
ers relate current topics and learning objectives to previous ones.
Effective teachers also build anticipation by suggesting how cur-
rent topics relate to future learning. Effective teachers use a vari-
ety of strategies and techniques to relate learning objectives to the
learners’ experiences and to show learners how the learning will
be useful in their lives.

Involves learners. Effective teachers use a variety of tech-
niques, such as signaled responses, group response, random rec-
itation, and questioning, to involve all learners actively. They
demonstrate the ability to work with individuals, plan questions
for specific learners that result in correct responses, and diagnose
learning in the course of the lesson. Effective teachers respond
positively to questions from learners.
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Explains content. Effective teachers display a thorough
knowledge of subject matter. They use a variety of teaching meth-
ods to reinforce learning. They adopt a multisensory approach to
provide variety and to appeal to the various learning modes—
visual, auditory, tactile, and kinesthetic. Effective teachers use
task analysis to divide complex tasks or concepts into discrete
steps or components. Effective teachers present ideas logically
and emphasize the importance of the concepts being taught.

Explains directions. Effective teachers give directions that
are clear and that relate to the learning objective, whether the di-
rections concern procedures, activities, or equipment. Individual
or group assignments are specific and clear. Effective teachers
make sure learners understand the organization of less n -ontent.

Models learning outcomes. Effective teachers demonstrate
or arrange for the demonstration of the attainment of desired
Jearning outcomes. They are skilled in conveying lesson content
in clear and understandable terms, and they use demonstration
where possible to provide a variety of outcome models that are
visual, auditory, tactile, and kinesthetic.

Monitors learning. Effective teachers continually monitor
learners' behavior to determine whether they are progressing to-
ward the stated objective. Effective teachers check learners’
understanding at various levels of the learning activity, from sim-
ple recall of basic information presented to analysis, inference,
and the like. Learners are routinely asked to elaborate on their
responses and, at various stages, to demonstrate proficiency in
applying the knowledge acquired on the way to the ultimate
learning outcome. Effective teachers question skillfully and give
the learner enough time to answer before moving on to another
learner or another question. Effective teachers provide frequent
feedback to learners.

Adjusts instruction. Effective teachers heed the results of
their monitoring and adapt their instructional strategies according-
ly. Effective teachers accommodate individuals' different learning
styles and learning rates. Effective teachers establish individual
expectations to challenge each learner to maximum productivity.
Varying levels of critical thinking and decision making can be
elicited selectively from different learners. E'" ctive teachers use
a variety of evaluation techniques to monitor learning and to de-
termine the instructional adjustments required.
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Guides practice. Effective teachers require all learners to
practice new learning while under direct teacher supervision.
Effective teachers are physically active during practice sessions,
moving from learner to learner and giving each immediate feed-
back or correction. Learners are challenged by teacher questions
and are encouraged to ask questions about new learning objec-

tives. Effective teachers group learners with similar needs for
practice sessions.

Provides for independent practice. Effective teachers ex-
pect learners to practice skills without direct teacher supervision

but only after guided practice has shown that the learners under-
stand what is expected.

Establishes closure. Effective teachers summarize and place
into context what has been learned in each lesson. They tie the
current lesson to prior learning and set the stage for what will be
learned next. The "why" of the learning is reiterated.

Richard F. Elmore {1992), commenting on the research on
teacher effectiveness, finds that body of research

based on the compellingly simple idea that teaching
could be reduced to a few relatively straightforward
behaviors that are reliably related to student achieve-
ment. These behaviors are "generic,” in the sense that
they can be applied across different subjects and differ-
ent groups of students. These effective teaching behav-
iors were inferred by observing differences among
teachers who were judged to be more and less effective
in inducing certain types of learning in students, control-
ling for student background. Hence, effective teaching
behaviors were thought to be robust across variations in
content and student background. {p. 44)

Elmore notes that research on effective teaching followed the
same general approach. Further, the prescription for effective
teaching and effective schools advanced in that literature does not
depart significantly from existing practice:

When you begin by studying the effects of marginal
variations in behavior among existing teachers and
schools, you are constrained by existing conventions —




Behaviors Beyond Effective Teaching 227

the prescriptions you produce will be very close to
existing practice.

Indeed, the marginal nature of effective teaching and
effective schools research explains their popularity with
practitioners. The changes they prescribe are relatively
easy to understand and relatively unthreatening because
they involve relatively small changes in existing practice.
(p. 44}

According to Richard S. Prawat {1992), the body of research
that came to be known as teacher effectiveness research involved
the use of various teacher observation instruments and traditional
measures of student achievement as the index to determine what
technical skills more effective teachers possessed:

In an approach elegant in its simplicity, researchers sat in
the back of a classroom and noted the specifics of how
teachers managed and instructed a class. . . . Across
several teacher effectiveness studies, consistent relation-
ships emerged: Teachers who were more effective in
producing gains in student achievement were well
organized, minimized student disruptions by monitoring

behavior, and enforced rules in a consistent manner.
Effective teachers programmed their instruction to
ensure success. They proceeded through the material in
small, quickly grasped steps and carefully asked ques-
tions that engendered short, correct answers. {p. 10j

Teacher effectiveness research, and to a lesser degree school
effectiveness research, exerted and continues to exert a powerful
influence. The curricula of many teacher education programs are
based on the prescriptions of that research. A large variety of
inservice teacher development programs designed to instill effec-
tive behaviors are commercially available. Many administrators,
because of district or even state requirements, use criteria drawn
from the teacher effectiveness research as the basis for teacher
evaluations.

Relative to the expectations for the lead-manager teacher in
the school for-quality learning, teacher effectiveness research has
at least three serious shortcomings. First, in that research, teachers
were judged effective if their students’ achievement levels, as
measured primarily by standardized tests, increased as a result of
instruction. We have stressed the irrelevance of standardized tests
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for assessing learning outcomes in the school for quality learning.
Second, the narrow criteria of standardized test scores confirm
only the learning that occurs in school and only fragmented,
measurable pieces of that in-school learning. Third, teacher effec-
tiveness research focused primarily on teachers’ didactic behaviors,
and training programs that apply the prescriptions of that research
are designed to increase teachers' proficiency in didactic behaviors
geared to whole-group instruction. In the school for quality learn-
ing, the focus is primarily on the teacher as manager of the learners
and the learning environment; there is much less need for and
empbhasis on didactic behaviors.

There is a fourth problem that is not a problem with the re-
search per se but rather a problem created by training programs
that draw on the research to prescribe behaviors to be acquired
through training. The implication, if not the result, of such train-
ing programs was the standardization of a set of teaching behav-
iors across content areas and across student groups. Because these
behaviors did not represent significant change from existing prac-
tice, many teachers in the training would assert, “I've been doing
that all along” or, perhaps more honestly, "Good teachers have
always used these strategies.” The training, even if taken seri-
ously, seldom translated into changes in actual classroom behav-
ior. The school for quality learning, by contrast, requires a change
in teacher behavior. The behavior of the lead-manager teacher is
a significant departure from what the teacher effectiveness re-
scarch characterizes as ideal. When faced with the responsibili-
ties of the lead-manager teacher, very few teachers will be able to
claim truthfully, "I have been doing this for a long time in my
classroom."

Current educational research also appears to challenge the
prescriptions of the teacher effectiveness research. Prawat (1992)
attributes this fact to the growing influence of cognitive psycholo-
gists, who—building on Piaget's work—have begun to listen seri-
ously to what young people say, as well as to the influence of edu-
cational anthropologists and cultural psychologists, who have
highlighted the role of context or community in explaining what
young people know:

Piaget alerted us that "real learning” is not simply the
parrotieg back of information. Real learning involves
personal invention or construction, and the teacher's role
in the process is a difficult one. On the one hand, the
teacher must honor students’ “inventions," or they will
not share them. On the other hand, the teacher needs to
guide students toward a more mature understanding,
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which frequently means challenging student construc-
tions. . . . For classrooms to be centers of intellectual
inquiry, students and teachers must feel free to pursue
ideas and make mistakes.

Anthropologists and cultural psychologists remind us
that context plays a key role in shaping and constraining
individual learning. Some of the most interesting work
contrasts learning in the classroom with learning in out-of-
school contexts; these studies often highlight the short-
comings associated with our traditional, didactic approach
to formal education. . . . The learning that people do out-
side of school frequently surpasses what they can do in
the classroom. . . . The suspension of sense-making
seems to be less common in out-of-school settings. . . .
Meaningful activity is perhaps the most salient feature
of out-of-school learning. Out-of-school learning focuses
on overall goals and strategies, the "big picture,” rather
than on isolated details. In the classroom, students are
expected to master the details and may never see the big
picture. . . . Shared activity is another key feature of out-
of-schiool learning. . . . Collaborative learning tends to be
more the norm than the exception. In contrast, the tucus
in school is almost always on the individual. (pp. 11-12)

Even when the focus of research is on subject matter teaching,
the principles and practices that promote student understanding
and higher order applications of knowledge seem more expansive
than the behaviors suggested by the effectiveness research. Jere
Brophy (1992) lists the following elements common to programs
that successfully promote understanding and application of the
subject matter:

1. The curriculum is designed to equip students with
knowledge, skills, values, and dispositions useful both
inside and outside of school.

2. Instructional goals underscore developing student
expertise within an application conte <t and with empha-
sis on conceptional understanding and self-regulated use
of skills.

3. The curriculum balances breadth with depth by
addressing limited content but developing this content
sufficiently to foster understanding.

4. The content is organized around a limited set of power-
ful ideas such as key understandings and principles.
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5. The teacher's role is not just to present information but

also to support, challenge, and respond to students'’
learning.

6. The student’s role is not just to absorb or copy but to
actively make sense and construct meaning.

7. Activities and assignments feature authentic tasks that
call for prcbiem solving or critical thinking, not just
memory or reproduction.

8. Higher-order thinking skills are not taught as a
separate skills curriculum but those skills are devel-
oped in the process of teaching subject matter knowledge
within application .contexts that call for students to relate
what they are learning to their lives outside of school

by thinking critically or creatively about the information

or by using the information to solve problems or make
. decisions.

9. The teacher creates a social environment in the class-
room that could be described as a learning community
where dialogue promotes understanding. (p. 6)

Gaea Leinhardt (1992) states that research during the last dec-
ade on the nature of learning on such topics as authentic activity,
apprenticeship learning, case-based research, conceptual change,
constructivism, distributed knowledge, narrative/episodic knowl-
edge structure, and so-ially shared cognition embraces three fun-
damental constructs that have consequence for teaching: (a} the
multiple forms of knowledge, (b) the role of prior knowledge, and
(c) the social nature of knowledge and its application:

First, the recognition that there are multiple kinds of
knowledge suggests that neither teaching simple hierar-
chies of actions nor simply having students waork with
hands-on material in an unfocused way will result in the
deep, conceptual kind of learning that we hope students
gain.

Second, the recognition that students bring prior
knowledge to new learning suggests that teachers need
to make this knowledge explicit, then build upon it or, if
necessary, challenge it.

Third, the recognition of the social nature of knowl-
edge and learning suggests that when students talk to
each other, they rehearse the terminology, notational sys-
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tems, and manner of reasoning in a particular domain,
thus reducing the individual burden of complete mastery
of material while keeping the vision of the entire task in
view. By building upon the social nature of learning, we
may be able to solve some of the problems of mechanis-
tic and fragile knowledge that seem to have plagued our
educational system. (p. 24

These three constructs have important implications for transforming
the practices of teaching and learning in classrooms and schools.
Elmore (1992) concludes that

the research on effective teaching and effective schools
held out the promise that student learning could be im-
proved by marginal changes in teachers’ behavior and
school structure. The implicit message of this research was
a reassuring one: Model your actions on practices already
proven to be successful in real classrooms and schools.

Current research on teaching and learning has
opened up a new set of challenges for educational
researchers, practitioners, and policymakers. It suggests
that teaching practice and school organization should be
based on a whole new conception of how students learn.
T e implicit message is considerably less reassuring:
Model your actions on practices that promote conceptual
understanding. These practices, by definition, ure more
likely to require changes in teaching and organization
that are far from marginal.

Closing the gap between teaching practice and school
structure in the future will require a new kind of think-
ing. Traditionally, we have acted as if a more or less
standard set of structural solutions to the regularities of
schooling would suffice for all students in all schools, or
at least for most students, and for the rest we could
develop “special” programs with somewhat different
structural features. The consequence of this approach is
that we have held structure more or less constant, and
insisted that variations among students and teaching
practices accommodate the structure. Now, research on
teaching and learning suggests a very different attitude
toward structure.

Th.s new attitude is that structure should permit
teaching practices that are consistent with the objective
of developing conceptual understanding. . . . Rather than
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school structure driving practice, teaching practice will
drive structure. (pp. 47-48)

Part 2 of this book outlined a school management plan that
provides each individual classroom teacher maximum flexibility
to organize a learning environment and to employ teaching behav-
iors that will afford each learner full opportunity to engage in
quality learning. Part 3 has outlined a classroom management
plan that provides each individual learner maximum flexibility to
realize the outcomes of the school for quality learning. The fulfill-
ment of the school’s mission depends upon extraordinary accom-
plishments by the principal and by each teacher in all dimensions
of this plan.

The job responsibilities of the lead-manager teacher vary con-
siderably from the expectations of the effective teacher set forth
in the literature. In some respects, the difference is only in degree
or emphasis, but in many other respects the difference represents
significant qualitative change—a new philosophy. These differ-
ences require the lead-manager teacher to cultivate and refine
specific attitudes and behaviors. Some of these attitudes and be-
haviors are very different from those generally expected of teach-
ers; some differ only in degree, but that difference is nonetheless
crucial. The following attitudes and behaviors beyond effective
teaching characterize the lead-manager teacher.

Understanding of quality. The lead-manager teacher must
have ar internalized and intuitive understanding of the psycho-
logical framework of quality. The teacher knows and uses reality
therapy and understands control theory as it applies to school life
and to learning. The teacher thoroughly understands the learners’
needs and wants and can generate multiple strategies to help indi-
vidual learners understand their own needs and wants.

View of power. The lead-manager teacher, like everyone,
has a need for power. The position of teacher in the school for
quality learning, more than in other schools, is a position of ac-
knowledged power. The teacher enjoys considerable autonomy in
fulfilling the important responsibility of developing a classroom
environment that will offer quality learning opportunities to
every learner. The lead-manager teacher interprets power as the
freedom to exercise that responsibility with a minimum of
bureaucratic or managerial constraints rather than the ability and
status to diciate to others—especially the learners—what they
will or will not do. The lead-manager teacher manages the class-
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room and the learners without coercion, developing and using the
skills of persuasion, reason, and challenge to help learners grow.

Collaboration. The lead-manager teacher needs to address
collaboration at two distinct levels. First, the teacher must form
working partnerships with a wide variety-of colleagues within the
school for quality learning. These partnerships are necessary for
the curriculum integration advocated in chapter 14 and the sup-
port strategies outlined in chapter 10. The goal of this collabora-
tion is to provide quality learning opportunities for each learner.
Second, the teacher must create opportunities for and insist upon
collaboration among learners. The lead-manager teacher imple-
ments cooperative learning activities that require collaboration
and promote interdeperdence (see chapter 15), thus proactively
teaching the skills of cooperation and conflict resolution. The
lead-manager teacher fosters a community-of-learners atmos-
phere that evokes the feeling that “we are all in this together” and
requires learners to help one another actively. Collaboration is the
rule; competition is minimized or eliminated. All learners strive to
be the best they can be and to do the best they can do. The
teacher builds a collaborative atmosphere by promoting the fol-
lowing simple notions among the students:

1. If one learner in the group can do something, everyone
can learn to do it.

. Learners working together can accomplish greater results
than learners working independently.

. If you can do something another cannot, you can help that
other person reach the same level of success if you provide
encouragement and assistance, and exercise patience.

Accountability. The lead-manager teacher holds himself or
herself fully accountable for outcomes in the school for quality
learning. This accountability is not directed toward system or
management demands for performance but rather toward each
individual learner. The teacher addresses two major questions
related to accountability:

1. Is every learner being served by the classroom program?

2. Is every learner engaged in quality learning?

Affirmative answers to both questions represent the ultimate ful-
fillment of teacher responsibility. The lead-manager teacher pur-
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sues this aim vigorously, neither accepting nor offering excuses
for failure.

Questioning. The lead-manager teacher has highly devel-
oped and diverse questioning skills. Questioning is essential in
helping and challenging learners in all aspects of learning and in
their self-evaluations of behavior and learning. Highly developed
questioning skills allow the teacher to influence learner behavior
without coercion. The lead-manager teacher not only questions
skillfully; he or she consistently demonstrates that, in the pursuit
of quality, questions are appreciated more than answers.

Equality of attention. The lead-manager teacher accepts
that individual needs and wants vary considerably and that each
learner is unique. In accepting the challenge to engage each one
in quality learning, the teacher listens equally to all learners,
acknowledging both the message and the sender. High expecta:
tions are held for and communicated to each learner. The lead-
manager teacher rejects practices, conscious or unconscious, that
predict outcomes or that presuppose conditions that limit produc-
tivity. Such practices give rise to educational myths like "Gifted
students will survive and thrive without teacher attention”; "Girls
are less capable than boys in science, math, and physical activi-
ties"; "Slower learners should be expected to do less work and
exert less effort, and therefore they should be rewarded for mar-
ginal or even wrong answers”; and "Compliant learners deserve
more opportunity for independence than do noncompliant learn-
ers." The lead-manager teacher refrains from stating minimum
expectations because such expectations have no relationship to
quality and, in fact, may diminish quality.

Consistency. The lead-manager teacher’s personal behavior
is essential for communicating high expectations and modeling
desirable behaviors in the classroom. The teacher strives continu-
ally to maintain consistency between his or her verbal messages
and overt actions. The lead-manager teacher is an active learner,
engaged in the pursuit of quality learning through self-evaluation;
this engagement should be obvious to the student learners.

Mediation. The lead-manager teacher knows that, in a
people-dominated environment like a classroom, conflict is inevit-
able. The teacher must understand conflict and be well versed in
conflict resolution strategies. The lead-manager tcacher views
conflict as an opportunity for the conflicting parties to grow. The
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teacher will be required to mediate disputes between learners
and will likewise experience conflicts with other staff members
that must be resolved if the school for quality learning is to realize
its goals. The lead-manager teacher must help learners under-
stand the nature of conflict and develop conflict resolution skills.

Avoidance of adversarial confrontation. The lead-manager
teacher avoids adversarial confrontation with learners in the un-
derstanding that such confrontation—pitting an adult against a
child —is coercive and is thus counter to the mission of the school
for quality learning. Lead-manager teachers keep rules to a mini-
mum: They know that when a teacher is put in the position of
enforcing a rule, he or she becomes the adversary of the rule
breaker.

People orientation. The lead-manager teacher is goal and
task oriented, focused on the mission of the school for quality
learning: to engage each learner fully in the pursuit and produc-
tion of quality. Despite this strong focus, the teacher strives to
remain accessible to any learner in the classroom. The lead-
manager teacher understands that the development of a personal,
caring relationship with each learner is required for the develop-
ment of the school for quality learning. There is no professional
role more important than that of friend.

Support. The lead-manager teacher, in the knowledge that
each learner is doing the best that he or she knows how to do,
skillfully accepts the performance and supports the performer.
The teacher learns to use nonconfrontational questioning to chal-
lenge each learner to choose and develop higher quality behav-
iors. In instances of clearly unacceptable behavior, the lead-
manager teacher distinguishes between the behavior and the
person, demonstrating acceptance of the person while asking him
or her to choose a more acceptable behavior.

Facilitation of discussion. The lead-manager teacher uses
open-ended classroom discussions or meetings for a variety of
purposes. To ensure successful discussions, the teacher estab-
lishes ground rules for a supportive environment that encourages
the kind of risk-taking required for behavior examination and
change and focuses learner participation on the stated purpose of
the activity. The lead-manager teacher creates a seating arrange-
ment that encourages exchanges among participants (a circle),
assumes a nonjudgmental position with no moralizing, shows
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warmth and enthusiasm to let the learners know that the teacher
is interested in and involved in the discussion, and sets and
enforces ground rules early and as needed. The rule of focus pre-
vails: While one person speaks, all others listen. The teacher care-
fully prepares for discussion by generating a series of stimulating
questions to be used as a backup if the discussion among learners
does not flow smoothly. The lead-manager teacher is comfortable
remaining silent when the discussion is continuing on its own
momentum. The teacher ends meetings on a high note so partici-
pants will be eager to return to future discussions.

Facilitation of learning. The lead-manager teacher moves
from the traditional role expectations of subject matter expert,
regulator and director of learning, developer of academic talent,
and enforcer of information to the facilitative role expectations of
information resource person, learning consultant and manager of
learning resources, developer of multiple talents, and assistant in
learners' self-evaluation. The teacher serves as a resource person
for each learner when the teacher's knowledge and skills are
appropriate and the learner is comfortable with the relationship.
For certain learning activities, the teacher suggests linkages be-
tween learners and other potential resources. By functioning as a
linkage agent when appropriate, the teacher decreases learners'
dependence on him or her and broadens their collaborative arena.
The teacher also helps the learners define learning problems and
design realistic learning strategies. By helping students focus their
efforts in this way, the teacher helps learners succeed and achieve
quality rather than becoming overwhelmed and discouraged. The
lead-manager teacher challenges and supports the learners by
assuming a variety of interactive roles such as coach, advisor, col-
league, instructor, counselor, evaluator, and so on.

Risk taking. The lead-manager teacher is a risk taker and
understands that any behavior change involves risk. The teacher
designs activities that require both the teacher and the learners to
experiment with ideas and behaviors. The teacher constantly en-
gages in self-evaluation, a process essential to survival and growth
in a helping profession. The lead-manager teacher challenges each

learner to strive for quality as visualized by the learner through
self-evaluation.

Vision. The lead-manager teacher maintains an uncbstructed
view of the school’s mission and clearly understands the function
of the classroom in the accomplishment of that mission. The
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teacher is a problem finder and solver and fully understands the
classroom as a social system. The lead-manager teacher helps
each learner develop his or her personal vision of quality and
ensures that each experiences the success needed to fix that
vision firmly in the learner's personal quality world.

Trust. The lead-manager teacher possesses and demonstrates
faith in each learner. The teacher believes that, within a system of
responsibility education and a supportive climate, all learners will
consistently do the best they can do to meet their needs and to-
fulfill their responsibilities. The lead-manager teacher trusts all
learners to strive to be the best they can be. To not trust is to not
expect quality.

Part 2 of this book described the lead-manager principal and
detailed a management strategy for a school that frees the teacher
from bureaucratic and management constraints so he or she can
make decisions and organize the classroom environment to facili-
tate learning. Part 3 has outlined the responsibilities that the lead-
manager teacher accepts when granted those freedoms. The expec-
tations for both the lead-manager principal and the lead-manager
teacher require great dedication, focus, and commitment. In the
school for quality learning there is no room for the minimalist
principal or teacher, no room for the principal or teacher whose
needs are so great that the needs of others go unrecognized and
thus unmet. In the school for quality learning, teaching is truly
the hardest iob of all. It is worth it; the rewards are astonishing.

When our vision of the school for quality learning material-
izes into actual practice, all who participate—the principal, the
teacher as worker and as manager, the learner, and so on—can
experience what psychologist Mihaly Csikszentmihalyi {1990}
calls “flow.” Flow is what overburdened principals and teachers
live for, and it truly feels good. Csikszentmihalyi describes flow as
a moment when a task or problem challenges you just enough but
not beyond your capabilities. Learners can certainly experience
that moment as well. When that condition exists, one enters an
altered mental state of concentration and clarity, working at the
top of one's creative abilities (but not over the top, which would
cause anxiety). One might say that flow is the Zen of working—a
transcendental moment in the exercise of given responsibilities.
Csikszentmihalyi equates flow with that elusive quality, happi-
ness, and he thinks that work—the right kind of work under the
right work conditions—is a way to find it. Not surprisingly, con-
trol is one of the keys.
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Csikszentmihalyi maintains that flow exists when we are in
control of our psychic energy, and everything we do adds to con-
sciousness. This, he says, feels wonderful. He describes the flow
experience this way:

Concentration is so intense that there is no attention left
over to think about anything irrelevant, or to worry about
problems. Self-consciousness disappears and the sense of
time becomes distorted. An activity that produces such
experiences is so gratifying that people are willing to do it
for its own sake, with little concern for what they will get
out of it, even when it is difficult, or dangerous. (p. 71)

Imagine an entire school populated by learners and teachers
and other who frequently experience flow. This is the school for
quality learning.
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Appendixes

The questions and activities that follow are designed lo help a
school principal and staff as they collectively design the trans-
formations necessary to move their school toward quality learn-
ing. The order of these questions and activities is significant.
Understanding the psychological foundation of quality learning
precedes all other considerations; developing a systemn of lead
management for the school precedes developing a system of lead
management for the classroom. The questions and aciivities are
organized into two distinct phases, reflected by the respective
content of Appendix A and Appendix B.

Appendix A: Questions and Activities for the
Understanding Transformation Stage

These activities are designed to help school staff develop a
common understanding of the school relative to the information
presented in this book. Activities are designed for total staff in-
volvement; that involvement is critical to the development of a
common knowledge base upon which the group can design the
appropriate transformations toward becoming a school for quality
learning.

Appendix B: Questions and Activities for
the Transformation Action Stage

These activities are designed to involve school staff in design-
ing the transformations necessary to move toward becoming a
school for quality learning. The activities in this appendix should
not be undertaken until the Understanding Transformation Stage
activities have been addressed for all 18 chapters. Transformation
Action Stage activities should then be accomplished in the order

presented.

Appendix C: Assessment Scales

i Finally, Appendix C presents two assessment scales, one for
principals and one for teachers, to assess the degree to which each
is able to implement lead-management principles.
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APPENDIX A

Questions and

Activities for the

Understanding
Transformation Stage

Chapter 1

1.

Which of your students do quality work? Why? Is there
a difference between succeeding and quality learning?

. What are the attributes of a successful student in

your school?

. List students who are successful both by their definition

and yours. Which of these students are doing the best
they can do?

. List the other students you have. What are they doing? Are

there students who are successful but who are not doing the
best they can do? What needs to change in order for them to
do quality work?

. Are there students who are not succeeding but who

are doing the best they can do? What needs to change
in order for them to do quality work?
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. What attributes of the school or system allow students to be
successful and not do the best they can do? To do the best
they can do and not be successful?

. What is the financial impact of failure and underachievement
on your school budget?

Chapter 2

Identify two or three present practices in your school that would
need to change in order to bring your school in line with each of

Deming's (1986} 14 points. (See Worksheet 1 at the back of this
appendix.)

Chapter 3

1. List practices in your school that support staff in meeting their
basic needs, then list practices in your school that thwart staff
in meeting their basic needs. (See Worksheet 2.)

. List practices in your school that support students in meeting
their basic needs, then list practices in your school that thwart
students in meeting their basic needs. (See Worksheet 3.}

. Describe the total behavior of quality learning by listing as
many verbs as you can that end in "ing” for each component
of the total behavior. (See Worksheet 4.)

. Describe worker behavior (as it relates to both teachers and
students) in your school in terms of total behavior by listing as
many verbs as you can that end in "ing.” (See Worksheet 5.

. Identify which of the behaviors listed in the previous activity
are a result of Deming management and which are a result of
boss management (refer to Table 3.1 in the text).

Chapter 4

Using the philosophy on school and learning described in pages
57-59 of the text, discuss the following questions.

+ How is your school a good place for adults and
children? How is it not?

« Which management practices in your school are lead
management and which management practices are
boss management? Develop a list. (See Worksheet 6.)
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Chapter 5

1. List major decisions required to operate the school. Who
presently makes these? Who is responsible for implement-
ing these decisions?

2. Participate in the group decision-making activity on page 68.
Chapter 6

1. In randomly assigned groups of four, compare your present
system of personnel evaluation to the basic beliefs about
human nature examined on pages 84 -85. What needs to
change in your present system in order to operationally em-
brace these beliefs? Have the small groups share the changes
identified with the larger group. Ask each individual in the
larger group to complete the following statement: "As a result
of this activity, I learned (or v ‘earned) that I .. ." Share these
statements in the group.

2. How do you determine whether you have met your goals
for the day? Week? Year?
Chapter 7

1. With a learning partner, respond to the questions listed on
pages 94 -95.

2. Following the partner activity, ask each individual to complete
one or more of the following statements, then share these
statements in the larger group.

» "As a result of this activity, I learned
{or relearned) that I ..."

o "I'am proud thatl..."

o "I wishthatI..."

Chapter 8

1. Examine the present discipline policy of your school and
reconstruct it in the form of rights and responsibilities.

2. Consider whether there is any part of your present disci-
pline policy that does not fit a rights and responsibilities
format. Is that part necessary? If yes, what is the justification?
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Chapter 9

1.
2.

List parent choices in your present school organization.

Which parents currently influence school practices
and policies?

. In what areas of operation and decision making do you

believe parents would like more of a voice?

Chapter 10

1.

Which staff members in your school are not now
fully included?

. List major system changes that are required in order to fully

include those staff members not now fully included.

3. Which learners in your school are not now fully included?

. List major system changes that are required in order to fully

include those learners not now fully included.

Chapter 11

. Why is change difficult?

. Construct a pyramid model of your school system and label
the parts of your pyramid with the individuals or groups of
individuals who constitute each layer.

. Construct a pyramid model of your own school and label

the parts of your pyramid with the individuals or groups
of individuals who constitute each layer.

. What are the forces in your school system that resist

transformation? Within your school?

Chapier 12

1.

To the principal: Which of the specific attitudes or
behaviors of the lead-manager principal do you

expect to be the most challenging as you strive to-
ward becoming a lead-manager principal?

2. To teachers: Which of the specific attitudes or behaviors

of the lead-manager principal do you expect to be the most
challenging to you as a teacher? As your principal strives to
become a lead manager, which of the specific attitudes or
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behaviors of the lead-manager principal do you expect to be
the most challenging for you to reconcile in your relationship
with your principal?

Chapter 13

1. What learner talents are presently fostered in your school,
and how is each fostered?

2. What learner outcomes are required of successful learners
in your school? What outcomes are required of all learners?

3. List one example of a current practice in your school that
is an embodiment of each of Carl Rogers's {1969} notions
about learning (see pages 155-156).

4. Which practices in your classroom are lead management
and which are boss management? Develop a list.

Chapter 14

1. How would your school be different if it were organized
around what was worth learning as identified by the
learners, in collaboration with learning facilitators, in-
stead of around what is now prescribed as that which
ought to be taught?

2. List at least one example of a current practice in your
school that verifies each of Postman and Weingartner's
(1969} outcomes (see page 161}.

Chapter 15

1. What are quality learners in your school like?

2. How would your norma! day-to-day behavior be different
if you were consistently exhibiting the learning facilitation
behaviors listed cn pages 175-176?

3. What learning activities currently in use are either
designer: as cooperative learning approaches or would
lend themselves to a cooperative learning approach?

Chapter 16

1. Examine your current behavior management practices
directed toward students and categorize them as
punishment or discipline.

IR
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. Examine the present discipline policy of your classroom and
reconstruct it in the form of rights and responsibilities.

. Consider whether there is any part of your present policy
that does not fit a rights and responsibilities format.
Is that part necessary? If yes, what is the justification?

. In triads, answer the questions on pages 191-192 first from
the point of view of teachers, then from the point of view
of students. Share your thoughts with the larger group.

Chapter 17

1. Individually consider the question, What does the grade
of A mesa in my classroom? Share the answer within
the entire staff group.

. In random groups of four, discuss how students are
currently involved in the evaluation of their learning
efforts and products. Think of some specific ways that
student involvement in evaluation could be increased.
Ask each small group to share their most interesting
ideas with the larger group.

3. List the assessments presently used in your school and
classroom. Who determined that each of those assess-
ments would be used? What information is generated by
cach assessment? How is the information generated used
by the classroom teacher? By the learner?

Chapter 18

Which of the specific attitudes or behaviors of the lead-manager
teacher do you expect to be the most challenging as you strive
toward becoming a lead-manager teacher?
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WORKSHEET 1 Chapter 2

[dentify two or three present practices in your school that would need
to change in order to bring your school in line with each of Deming's
14 points.

1. Create constancy of purpose for improvement of product
and service.
a.

b.
c.

Adopt the new philosophy.
a.
b.

C.

Cease dependence on mass inspection.
a.

b.
c.

End the practice of awarding business on price tag alone.
a.
b.
c.

Improve constantly and forever the system of production
and service.

a.
b.
c.

Institute training.
a.
b.

C.

Institute leadership.
a.

b.
c.

EI{I‘C
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8. Drive out fear.
a.

b.
c.

AL SRR

9. Break down barriers between staff areas.
a.

b.
c.

10. Eliminate slogans, exhortations, and targets for the
work force.
a.

b.
c.

11. Eliminate numerical quotas.
a. ___

b.
c.

12. Remove barriers to pride of workmanship.
a.

b.
c.

13. Institute a vigorous program of education and
self-improvement.
a.
b.
c.

14. Take action to accomplish the transformation.

a.
b.
C.
- ‘ PR
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WORKSHEET 2 Chapter 3

List practices in your school that support staff irn meeting their basic
needs, then list practices in your school that thwart staff in meeting
their basic needs.

Supports Thwarts

Belonging

Freedom
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WORKSHEET 3 Chapter 3

List practices in your school that support students in meeting their
basic needs, then list practices in your school that thwart students in
meeting their basic needs.

Supports Thwarts

i
. i
Belonging |
|
{
i

: !
Power f
|
1
|
Freedom '
!
i
|
I
!
Fun l
|
]
|
[l D)

) ko
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WORKSHEET 4 Chapter 3

Describe the total behavior of quality learning by listing as many
verbs as you can that end in “ing" for each component of the total
behavior.

Total behavior of quality learning

Thinking

Feeling

Physiology
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WORKSHEET 5 Chapter 3

Describe worker behavior (as it relates to both teachers and
students) in your school in terms of total behavior by listing as
many verbs as you can that end in “ing.”

Teacher as worker Student as worker
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WORKSHEET 6 Chapter 4

Which management practices in your school are lead management
and which management practices are boss management? Develop
a list.

Lead-management practices Boss-management practices
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Questions and
Activities for the
Transformation
Action Stage

Chapter 5

1. Develop a decision-making model for your school by
answering the questions on pages 72-73.

_ 2. Use the decision-making model developed to formulate a
— mission statement for your school based on Deming's
" (1986) principles.

Chapter 6

1. Develop a philosophy statement and a plan of personnel
evaluation for your school.

2. Select a professional growth goal, choose major strategies for
accomplishing that goal, establish a time line for accomplish-
ing the goal, and determine a plan to judge your efforts
toward the goal and the outcomes of those efforts.

Oy~
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Chapter 7

Design a plan for selecting new staff members that will identify
candidates who represent cultural and intellectual diversity and
who are committed to the ideals of the school for quality learning.

Chapter 8

Outline the ideal school responsibility education program and
brainstorm ways faculty can help learners understand and inte-
grate the program into their lives.

Chapter 9

How can your school be reorganized in order to provide parents
real choices?

Chapter 10

1. Select a specific staff position not now fully included and
design a program that fully includes that staff position.

. Do staff positions exist that are not critical to the purpose
of engaging each learner in quality learning? If yes,
redefine these positions.

. Choose a specific learner and design a system of support that
will guarantee that the learner will engage in quality learning.

Chapter 11

1. Choose one of the forces identified as an impediment to
change and design a strategy to neutralize the resistance
offered by that force. Design a strategy to convert that
force to a force for change.

. Do the same for other impeding forces that you find influ-
encing your goal to develop a school for quality learning.

Chapter 12

As the principal, complete the Lead-Manager Principal Assess-
ment Scale in Appendix C as you believe the staff of your build-
ing will rate you {your "perceived real"}. Have teachers complete
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the Lead-Manager Principal Assessment Scale anonymously,
then compile the results {your “real"j. Are there discrepancies
between your “perceived real” and your “real” that concern you?
Are there behaviors you need to change in order to move toward
becoming a lead-manager principal? Establish targets for accom-
plishing those changes. Note: If you find this exercise threaten-
ing, you are likely a boss manager.

Chapter 13

Develop a listing of general outcomes that will be the goals for
learners in your school.

Chapter 14

Choose a unit or a curricular area and make the three decisions
called for in chapter 14 on page 169.

Chapter 15

Using the same unit or curricular area selected in the activity
for chapter 14, make the decisions called for in chapter 15 on
pages 181-182.

Chapter 16

1. Design a C.A.R.E. time program for your classroom.

2. Outline the ideal classroom responsibility education
program and brainstorm ways that teachers can
help learners to understand and integrate the pro-
gram into their lives. <

Chapter 17

1. Design a learning process seminar for your classroom

by seleciing a topic and outlining questions to stimulate
discussion. '

2. Design a learning activity log for a unit of study in your
classroom and design a conference format for working with
individual students using the learning activity log cs a central
featurc of the interaction.

33
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Chapter 18

1. As the classroom teacher, complete the Lead-Manager

Teacher Assessment Scale (See Appendix C) as you be-
lieve your students will rate you (your “perceived real"}.
Have each student anonymously complete the Lead-
Manager Teacher Assessment Scale. Compile the resuits
{your "real"}. Compare your “perceived real” to your “real.”
Are there discrepancies that concern you? Are there be-
haviors that you need to change in order to move toward
becoming a lead-manager teacher? Establish targets for
accomplishing those changes. Note: If you find this exer-
cise threatening, you are likely a boss manager.

. Design, for the staff of your school, a staff development

program to facilitate the transformation to lead-manager
teachers. ’

P i 4 T
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LEAD-MANAGER PRINCIPAL ASSESSMENT SCALE

For each of the following statements, circle the number that best
describes what you think about the principal being rated.

Principal’s name

My principal . . . Strongly Strongly
disagree agree

Understands my needs and wants 1

wn

Relates to me on a personal level
Recogi.izes my strengths

L) W W W

Has high expectations cf me
Solicits my ideas

. Tells me what I should do
Listens to me

Sy g o vt A

Deals with my concerns in a timely fashion

wWow W W w

Challenges me through questioning

OO NN DN NN NN

Does not accept criticism
Settles disputes fairly

L W W

. Avoids conflicts
Is supportive
Is accessible to me

Has “favorites” on the staff

[ RS IS A B2 2 L B | WS L B 4 L B o]

Communicates clearly

Recognizes my accomplishments

1
1

1

1

1

1

1

1

Is consistent 1
1

1

1

1

1

1

1

1

1

LLAL#&-#&##L&-#&#&-#&&-

NN DN NN
W oW W W W W

(51 Y1)

Is able te assist me to develop
instructional strategies

Is knowledgeable about rcsources

W oW

jows e to try new ideas
Is confrontational

w

Has a vision toward improvement
Shares power

Relates effectively to parents

[SITNES TS B S L RS L RS L R

Deals effectively with student behavior
Solves problems
Makes time for people issues

St U

Is fair

PR ORI R ORI SRR R R U I I
Y S SO G S R

Is well organized
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LEAD-MANAGER TEACHER ASSESSMENT SCALE

For each of the following statements, circle the number that best
describes what you think about the teacher being rated.

Teacher's name

My teacher . .. Mostly True Mostly
true half the  false
time

s8]

Understands my needs
Seems to know what I want in school
Knows when I do my best work
Expects too much from me
Treats me fairly
Allows me to make important choices
Challenges me to do my best work
Tells me what to do
Insists that I cooperate with other students
. Allows me to help other students
Encourages other students to help me
Insists that [ do my best work
Does not accept excuses from me
Lets me know when he or she is proud of
my behavior or my work
. Thinks [ am capable
Asks lots of questions
Lets me get by with poor work
. Has “favorite” students in my class
. Thinks my opinions are important
. Expects me to recognize good work
1s consistent
. Gets mad often
. Helps students resolve conflicts
Listens to me when [ have a problem
Likes me
Encourages me to try new things
. Helps me when I have a problem
Provides opportunities for students to discuss
their ideas and opinions
. Cares about me
Helps me feel OK when I have trouble
accomplishing a task
. Insists that 1 do quality work
. Encourages me not to give up
. Trusts me
Learns new things and shares them with the class
Likes students

Lo NO YA WN
NN N NN

i
1
1
1
1
1
1
1
i
1
1
1
1
1

G L D L W WLWWWWW

NN NN NN

e

NN NDNDNDNN
G L W LW W W W WW W W
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Ability, confidence in, quality
learners and, 172

Aburdene, P, 20

Acceptance, mutual, in interactions
with district, 140

Accountability, effective teachers and,

233-234
Achievement tests, 218-221, see also
Test(s)
in teacher effectiveness research,
227-228
Actiony(s)
creating supportive counseling
environment, 205
leading to Deming's transforma-
tion, 32-33
questions and activities for,
255-258
plan of
in decision making, 78-79
to end time-out. 198 -199
Activities
basic dimensions of, 167-168
communication about
C.A.R.E. time and, 194-197
in learning process seminar,
211-214
cooperative learning, 180
fostering critical thinking, 58
implementation of, in plan of
action, 78-79
individualized, 58, 177
learning product, to share for
evaluation, 216--217
log of, in learner evaluation, 216
objective test signifying end of,
214 -215
peer teaching and, 181
promoting responsibility
eclucation and quality
behavior, 189
Administrative structure
district, 135-140

inclusive system of support and,
126-128
Administrative support service
strategy, 126 -127
Administrators
district level, 135-140
as managers, 7-8, see also Lead
managers
of “school within a school,” 127
training of, 25
Adversarial confrontation,
avoidance of
principal and, 144
teacher and, 235
Age level grouning plan, teaching
assignment organization
and, choice based on,
117-118
Aggression, in students, 102
Ambiguity, quality learners and, 174
America 2000 plan, 39
American Association of School
Administrators, 135
Annual review, 35
Answers, speed of, guality learners
and, 174
Aronson, E., 181
Assertive instructional role, of
principal, 141-142
Assessment
of learner development, 207-221,
see also Learner develop-
ment
Assessment scales, lcad-manager
principal, 261
teacher, 262
Assistant principal, 127
Assistive technology, in learning
facilitation, 183
Association for Supervision and
Curriculum Develop-
ment, 163
Attendance, policies relating to, 38
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Attention, equality of, teacher
and, 234
Attorneys, working on
contingency, 37
Authority, see also Coercion; Power
for decision making, see also
Decision making
after group input, 67
teachers and, 64 - 66
top-down pyramid and, 135-136
Availability of principal. 142

Barriers, see also Obstacles
organizational, between principal
and teacher, 60
to pride of workmanship, 30-31
between special education teacher
and classroom teacher, 131
between staff areas, 27-28
Basic needs
choices affecting, management
styles and, 54
in control theory, 45-47
"B.D. teacher,” 129
Behavior
control theory of, 44, 45-50, see
also Control theory
feeling component of, 47-48
of principal
beyond effective management,
141-147
consistency of, 144
and influence on school
climate, 61-62
of student
collaborative service teams
and, 132
discipline and, see Discipline
cxpectations of, see Students,
behavioral expectations for
life rules translated into,
193-194
responsibility for dealing with
problems and, 126
of teacher
beyond effective teaching,
223 -238, see also Teaching,
cffective
consistency of, 234
total, see Total behavior
Bchavioral constitution, 105
Beliefs, see also Philosophy
strategic planning and, 75-77
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underlying effective staff
evaluation system, 83-85
Belief statements, 76
Benefits, health insurance, 37
Blame
system improvement versus, 24
of work force, 39-40
Bodine, R. ., 99, 101, 112
Boss management, 4
basic elements of, 13
choices for workers under,
52-53, 54
grading system and, 208
lead management versus, 12 -13,
14, 25, see also Lead
management
effectiveness of principal and,
146 -147
worksheet relating to, 253
motivation and, 42
stimulus-response psychology
and, 41
total behaviors of workers under,
52-53
Boss managers, rules and, 97
Brophy, J.. 229
Brown, S., 139-140
Brown v. Board of Education, 130
Budget, classroom, teacher decisions
about, 65-66

Cafeteria workers, as instructional
support personnel, 128
C.A.R.E. (communication about
responsibility education)
time, 194 -197
Certified personnel, collaborative
service teams of, 131-133
Chain reaction, in education, 11
Challenges, quality learners and, 173
Change, see also Transformation
procedures leading to
in mediation, 205
in reality therapy, 51-52, 205
in total behavior, 49-50
Cheating, grading system as
encouragement for, 209
Choice(s), see also Decision making
parental, 111-121
based on age-level grouping
plan and teaching
assignment oryanization,
117-118




based on teaching style and
teaching assignment
organization, 118-120
total behavior and, 49-50, 52
work completion and, 196
for workers, management style
and, 52-53, 54
Class disruptions, rules
regarding, 103
Class meetings, in classroom
discipline program,
190-193, 194
Classroom, 151-158, see also
Teacher(s)
age level grouping plan in,
117-118
behavioral expectations for
students in, 98, 104 -105,
see also Discipline;
Responsibility education
curriculum and, see Curriculum
discipline in, 189-204, see also
Discipline
family involvement in, 110
instructional grouping in, 177
learner development in, 207-221,
see also Learner
development
learning environment and, 156 -157
learning facilitation in, 171-183,
see also Learning facilitation
principal involvement in, 142
teacher decision making in, 65
budgetary, 65-66
time-out away from, 200-203
time-out in, 197-199
Classroom activities, see Activities
Classroom newsletter, for family
involvement, 121-123
Classroom practices, Leal School
philosophy of, 115, 116-117
Class size, “price” tag and, 22
Clerks, as instructional support
personnel, 128
Climate, see School climate
Closure, establishment of, effective
teaching and, 226
Coaching
peer, 181
tutorial program and, 181
Coercion
absence of, importance of,
204, 206
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defined, 185
fear and, 26-27
grading system and, 208
persuasion versus, in interactions
with district, 140
punishment and, discipline versus,
186, see also Discipline
Collaboration, see alsc Consensus
decision making;
Cooperative decision
making; Teamwork
between classroom teachers
and special education
teachers, 130
effective teachers and, 233
Collaborative service teams, 131-133
Colleague consultation model,
131-132
Collegial relationships
staff development and, 90
staff selection and, teacher
involvement in, 92
Command approach, before
time-out, 198
Communication
between school and district, 139
between school and home, 111
between students and families,
teacher follow-up on, 123
Communication about responsibility
education {C.A.R.E.} time,
194 -197
Community
principal’s relationship with, 143
role of, in learning, 228-229
Competition, advocates of, grading
system and, 210
Compliance, punishment and. 186
Compromise decision making, 67
Computers, in learning
faclitation, 183
Conferences
family-teacher, 110
goal-setting, 87- 88
learner evaluation, 216-218
Confidence, quality learners and, 172
Confrontation, avoidance of
principal and, 144
teacher and, 235
Consensus decision making, 62, 64,
67, 90, see also Collabora-
tion; Cooperative decision
making
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Consensus decision making {cont.}
on student behavioral expecta-
tions, 98
Consistency, behavioral
of principal, 144
of teacher, 234
Constancy of purpose, 57
giobal decision making and, 64
for improvement of product and
service, 19-20
lack of, 34
Consultation, collaborative service
teams and, 131-132
Content, explanation of. effective
teaching and, 225
Context, role of, in learning, 228 -229
Contingency, lawyers working on,
excessive costs of warranty
and, 37
Continuing education, 31-32
Continuous progress program, 176
Control, management by, 4
Control theory, 44, 45-50
basic needs in, 45-47
motivation in terms of, 15
reality therapy and, 44, see also
Reality therapy
total behavior in, 47-50
Cooperative decision making, 6u-72,
see also Collaboraton;
Consensus decision making;
Decision making
model for, 72-75
Cooperative learning, 27-28, 179-180
Cost(s}, see also Budget; Price
focus on quality and, 8-11, see
also Perversity principle
medical, excessive, 37
visible, management based on,
36-37
of warranty, excessive, 37
Counseling, reality therapy in, see
Reality therapy
Counseling environment, supportive
actions creating, 205
importance of, 204
Counsclors
in collaborative service teams.,
131-133
as instructional support
personnel, 129
Crawford, D. K., 108, 192, 203, 204

Crisis in education, 3-4
Crisis orientation, top-down pyramid
and, 137
Critical thinking, fostering of, 58
Cryonics Decision Exercise, 68-72
Csikszentmihalyi, M., 237, 238
Cultural heritage, 114
Curiosity, quality learners and, 172
Curriculum, 159-169, see also
Teaching
defined, 159
dimensions of learning activities
and, 167-168
integrated, 27-28, 163-169
reforms not accomplishing,
162-163
stages in development of, 164
views of, 164 ~165
recommendations for, 166-167
reform in, 162
NASBE call for, 161
without true integration 162 -163
"schools within a school” and,
121, see also School-within-
a-school strategy
segregated and segmented, 162
standardized, as denial of decision-
making authority, 64 -65
structure of, determinaticn of, 169
teacher decisions about, 65,
166, 169
whole-language approach to,
162, 163
Curriculum Study Group of the
National Association of
State Boards of Education
{NASBE}, 161
Custodians, as instructional support
personnel, 128, 129

Deadlines, failure to meet, C.A.R.E.
time and, 196
Decision making, 63-79, see also
Choice(s)
authority after group input in, 67
averaging individual opinions
in, 67
compromise. 67
consecnsus, 62, 64, 67, 90
on student behavioral
expectations, 98
about curriculum, 166, 169




exclusion from, pride of
workmanship and, 31
global decisions and, 64
group, 66, see also QC (quality
control} circles
activity for, 68-72
model for, 72-7%
strategies used in, 67
majority, 67
model for, development of, 72-75
plan of action and, 78-79
process of, congruent with
Deming's approach, 75-79
responsibilities for, adn inistrative
support and, 126
strategic planning and, 75-76
strategies for, 67
structure(s) for, 63-64, 66
by teachers, 64 -66, 166, 169
learner evaluation and, 211
about learners’ work and
behavior, 186
for learning facilitation,
181-183
Defective products, 20-21
Deming, W.E., 7, 8,9, 11, 12, 13, 15,
16, 17-40, 41, 42, 43, 52,
57, 60, 64, 65, 66, 75, 78,
81, 82, 90, 132, 168, 207,
208, 209

Deming's management theory, 17-40.

see also Lead management
fourteen points in, 17, 18, 19-34
decision-making process for
adoption of, 75-79
grading system and,
207-208, 209
staff evaluation and, 81, 82, 90
wo ksheet relating to, 247-248
fulfillment of needs and, 52
obstacles in, 17, 18, 38-40
deadly diseases versus, 34
decision-makirg process for
elimination of, 75-79
psychological framework under-
lying, 41-54, see also
Psychological framework
of quality
seven deadly diseases in, 17, 18,
34-37
decision-making process for
elimination of, 75-79

Index 271

ot acles versus, 34
Demographics, 5-6
Departments, in top-down pyramid
organization, 136
Development
learner, 207-221, see also Learner
development
staff, 81-90, see also Staff
development
Dialogue, evaluation, 85-86
Didactic behaviors, of effective
teachers, 223, 224 -226, see
also Teaching, effective
research and, 228
Directions, explanation of, effective
teaching and, 225
Discipline, 97-105, 185-206, see also
Responsibility education
classroom program of
C.ARE.timein, 194-197
class meetings in, 190-193, 194
components of, 189-204
life rules in, 193-194
mediation in, 203-204, 205
time-out in, 197-203
effective teaching and, 224
excuses anc, 188-189
punishment versus, 186-158
Discussion, facilitation of, teacher
and, 235-236
Dismissal, staff evaluation and, 82-83
Disruptive behavior, see also
Behavior; Discipline
rules regarding, 103
time-out for, 197-203
District responsibilities, 135-140
Diversity
cultural heritage and, 114
uniformity versus, 5
Doing component of behavior, 47
Dolan, W. P., 135, 136, 138
Dropout rate, 3

Education, see also School(s}

chain recction in, 11

continuin, 31-32

crisis in, 3-4

defective products of, 20-21

Deming's management theory
applied to, 17-40, see also
Deming's management
theory
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Education (cont.}
discipline in, 186, 188, see also
Discipline
"excellence” in, 28-29
responsibility, 62, 97-105
retraining and, 32
special, 129-131
Educational Leo dership, 163
Educational program, parental choice
of, 111-121
Educational research, teacher
effectiveness research and,
228-229
Educational technology, 183
Education for All Handicapped
Children Act (Public Law
94-142), 130
Educators, see Administrators;
Teacher(s)
Effectiveness
of principal, 141-147
quality learning versus, 59
of teaching, 223-238, see also
Teaching, effective
Elmore, R. F, 226, 231
Emotion
behavior and, 47-48
reason balanced with, in inter-
actions with district, 139
Environment
classroom, see Classroom
corresponding to knowledge-based
worldview, 152 -153
counseling
reality therapy and, 50
supponive, 204, 205
design of, 57-58
disruption of, time-out and,
197-203
cffective teaching and, 223
neced-fulfilling, 52-53
school climate and, 61, see also
School climate
Ethnic groups, 5
Evaluation, see also Staff evaluation
of learner development, 207-221,
see also Learner
development
of plan of action, 79
self-, see Self-evaluation
system of, in school for quality
learning, 220

(ol
b b A

Evaluation dialogue, 85-86
Evaluation dimension of learning
activities, 167
Examples, search for, solution
development versus, 39
Exains, 220
tests versus. 219, see also Test!s)
“Excellence in education” slogan,
28-29
Exclusion, special educadon and,
129 -130
Excuses, discipline and, 188-189
Exhortations, problem with, 28-29
Expectations
behavioral, for students, 97,
189, see also Discipline;
Responsibility education
of principal, for staff and
students, 142
Expenditures, sez Budget; Cost(s}; Price
Extrinsic motivation, 41-42
Extrinsic systems, intrinsic
motivation destroyed
by, 42, 43

Facilitation
of discussion, teacher and, 235-236
of learning, see Learning facilitation
Facilitative evaluation system, 85, see
also Staff evaluation
Factory mentality, 4
standardized tests and, 219
Facts, quality learners’ view of, 173
Failure(s)
cost of, 8-11, see also Perversity
principle
inherent practices increasing, 208
to meet deadlines, C.A.R.E. time
and, 196
viewed as inevitable, changing
philosophy of, 20-21
Family events, 111
Family groups, 111
Family involvement, 62, 107-123. see
also Parents
in classroom, 110
in learner's school experience,
121-123
parental choice and, 111-121
based on age-level grouping plan
and teaching assignment
organization, 117-118
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based on teaching style and
teaching assignment
organization, 118-120
strategies for, 108-111
Family structure, changing, 5-6
Family-teacher conferences, 110
Family-teacher volunteers, 110
Fear
of being wrong, quality learners
and, 173
elimination of, 26-27
performance evaluation and, 35,
82-83
Feeling component of behavior,
47- 48, see also Emotion
Fighting, rules regarding, 102
Fisher, R., 139-140
Flexibility
mediation and, 204
quality learners and, 173
Flow, experience of, 237-238
Fourteen points, in Deming’s man-
agement theory, 17, 18,
19-34, see also Deming's
management theory
Fulfillment, 46
Deming's management theory
and, 52

motivation and, lead management

and, 15
total behavior and, 47-50
Functional departments, in top-down
pyramid organization, 136
Future
constancy of purpose
and, 19, 20
long-range planning for, neglect
of, 38

"Gifted teacher,” 129

Ginott, H., 206

Glasser, W., 7, 13, 14, 15, 42, 44, 46,
47-48, 49, 59, 92, 97, 98,
100, 159, 166, 171, 178,
188, 190, 208, 209, 214

Global decisions, 64

Goals, see Objective(s). Purpose

Goalsetting conference, 87~ 88

Gonder, P. O., 6

Gonzales High School, 8-11

Goodlad, J. [., 39

g
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Grades, see also Test(s)
failing, cost of, 8-11, see also
Perversity principle
system of
arguments in favor of, 210
history of, 209-210
problems caused by, 207-211
Graduates, abilities of, 3-4
*Gridding," in top-down pyramid
organization, 136
Group(s}
age level, teaching assignment
organization and, 117-118
in class meetings, discipline and,
190-193
decision making by, 66-72, see
also Decision making; QC
{quality control) circles
activit, for, 68-72
model for, 72-75
strategies for, 67
family, 111
instructional, 177
rejoining after time-out, plan for,
198-199
Group evaluation, of learner
development, 211-214
Group Investigation method, 180
Growth, personal, staff evaluation
and, 85-87

Health insurance benefits, 37

Herzberg, F., 64

High school graduates, abilities of, 3-4

Hoglund, R. G., 10

Holistic approach, reality therapy
and, 51

Home, school and, communication
between, 111

Home visits, 110

Human nature, beliefs about,
underlying effective staff
evaluation system, 83-90

Human resources, see Staff entries

In-class time-out, 197-199
Inclusive support system, for teachers
and learners, 125-133
administrative structure and,
126-128
collaborative service teams and,
131-133

~d
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Inclusive support sy stem, for t2zchers
and learners {cot.
instructional support structure
and, 128- 129
special education structure and,
129-131
Independent practice, provision of, 226
Independent study program. 176-177
Individual
learning activities directed toward.
58,177
quality world of, p: rceptions
eonstituting, 46-47
training for, see also Staff develop-
ment; Training
staff development resources
and, 90
Indivi<ual evaluation, of lcarner
cevelopment, 214-218
Individualized instruction, 176-177
Indivicual opinions, averaging of. in
decision making, 67
Industrial boss management men-
tality, see Boss management
Industrial management, Japanese,
6-7,8
Industrial worldview, information-
and knowledge-based
worldview versus, 151-152
grading system and, 210-211
learning environment and, 152 -153
Information
newsletters for, 110, 121-123
about rules
for parents, 100, 103-104
for students, 98, 100
for support staff, 101-103
about schoof and its mission, for
parents, 107, see also Family
involvement
about specific child, for
parents, 123
top-down pyramid organization
and, 136-137, 138
Information-based worldview
industrial worldvicw versus,
151-152
grading system and, 210-211
learning environiment corre
sponding to, 152-153
Inspection, see also Test(s}
mass. dependence on. 21-22
Instruction, see Teaching
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Instructional adjustment, cffective
teaching and, 225
Instructional grouping, 177
Instructional role of principal, 141-142
Instructional support structure.
128 -129
I~structor Magazine, 163
Insurance
health, 37
liability, 37
Integrated view of curriculum, 165
Integration
of curriculum, 27-28, 163-169,
see also Curriculum
reforms not accomplishing,
162 -163
special education and, 129-130
Interactions, see also Relationships
school environment and, 57, 58
Interdisciplinary approach, curriculum
integration and, 164
Interviews. in staff selection, 91- 92,
93-96
Intrinsic motivation, 42, see also
Motivation
destruction of, 42, 43
fear versus, 27

Japanese industry, quality manage-
ment principles of, 6-7, 8

Johnson, D., 180

Johnson, R., 180

Kelley, E., 62
Knowledge, 115-116
multiple forms of, 230
prior, 230
quality learners’ approach to,
174 -175
social naturc of, 230-231
Knowledge-based worldview
industrial worldview versus,
151-152
grading system and, 210-211
learning environment corre-
sponding to, 152-153

Labeling
grading system and. 208 -209
special education and, 129
Language, whele-language approach
to curriculum and 162
Lawyers, working on contineene,, "7




= "L.D. teacher,” 129
Leadership, institution of, 25-26
: Lead management, 12-13, see also
A Deming’s management
N theory; Lead managers
boss management versus, 12-13.
14, 25
] effectiveness of principal and,
— 146-147
B worksheet relating to, 253
i choices for workers under, 54
elements of, 14-15
importance of, 25-26
motivation and, 15, 42, see also
Motivation
overview of school for qual v
learning and. 57-62
total behaviors of workers under.
52, 53
Lead managers, 25, see also Lead
management; Principal;
Teacher(s)
— decision making by. see Decision
making
~ principal as, see Principal
— prominent issues for, 38
' reality therapy applied by. 44, see
7 also Reality therapy
responsibility of, 13-14, 158
in transformation of school for
- : quality learning, 16
rules and, 97. see also
JRE: Responsibility education
- staff evaluation by, see Staff
< evaluation
§ teachers as. see Classrocm:
— Teacher(s)
z training of, 32
¢ understanding of true motivation,
8 42, 44
X Leal School
behavioral expectations in. 98.
99-100
. - notification of parents about,
100, 103-104
statement of staff's commit-
ment to, 101-103
decision-making model of. 73-75

parental choice and. examples of,

— 112-120
h philosophy of. 112-117
v Learner;s), see also Students
differences between

Lat
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individualized instruction
and, 176-177
instructional groups and. 177
Leal School philosaphy of, 114
quality. defined, 172-174
Learner development
asscssment and evaluation of.
207-221
group. 211-214
individual, 214-218
standardized testing in,
218-221, see also Test(s)
teacher’s decision about, 211
grading system and, 207-211
Learning, see also Product(s
in aggregate. focus on, 152
challenging opportunitics for,
quality learners and, 173
cooperative, 27-28, 179-180
facilitation of, see Learning
facilitation
failure of, see Failure(s)
Leat School philosophy of.
114 -115
long-term, test orientation versus.
19-20
monitoring of. 225
outcomes of, s also Outcomes
modeling of, 225
quality. quality work versus. 59
role of context or community in,
228-229
viewed as hard work, 160
Learning activity log. 216, see also
Activities
Learr, ng environment, 156 - 157. see
also Environment
cstablishment of, 223
Learning facilitation, 171-183
characteristics of quality learners
and, 172 -175
cooperative learning and.
179-180
decisions in, 181-183
fostering of ability to question
and. 175-176
individualized instruction and,
176-177
instructional grouping and. 177
learning teams and 178-180
teacher and. 236
technology in, 183
tutorial program and, 180-181
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Learning process, 155-156
curriculum integration and, 163
Learning process seminar, 211-214
conditions for, 212
questions guiding. 212-213
Learning routine. establishment
of, 224
Learning-team approach, 178-180
Learning Together strategies, 180
Leinhardt, G., 230
Liability insurance, 37
Librarians, as instructional support
personnel, 128
Life ruies, classroom behavior and,
193-194
Linkage agent, principal as, 145
Listening, principal's effectiveness
and, 143-144
Long-range planning, neglect of, 38
Long-term learning, test orientation
versus, 19-20
Long-term projects, in cvaluation, 220

Mainstreaming, 130
Majority decision making, 67
Management
based on visible figures alone,
36-37
boss, see Boss management
classroom, see Classroom
by control, 4
Deming's theory of, 17- 40,
see also Deming’s
management theory
effective, behaviors beyond,
141-147, 223-238, sev also
Teaching, effective
by fear, 26-27
perfaormance evaluation and, 35
lead, see Lead management
middle
climination of, 60
redefined as administrative
surport, 126-127
by objectives, problems with, 29-30
problems of, present versus
future, 19-20
quality. Japanese industry’s
principles of, 6-7, 8
style of
choices for workers and,
52-53, 54

theory X versus theory Y view
as basis of, 84 -85
total behaviors of workers and,
52-53
top, mobility of, 35-36
traditional, see Boss management
training in, 32
Management behaviors
of effective principal, 141-147,
see also Principal.
effectiveness of
of effective teacher, 223-224, see
also Teaching, effective
Managers
lead, see Lead managers
teachers and administrators as, 7-8
Mass inspection, see also Test(s)
dependence on, 21-22
Mausner, B., 64
McGregor, D., 84, 85, 160, 210
McNeil, L. M., 4,5
Media specialists, as ir tructional
support personnel, 128
Mediation, see also Negotiation
change in, steps for, 204, 205
in classroom discipline,
203-204, 205
defined, 203
principal and, 144
steps in, 204
teacher and. 234 -235
Medical costs. excessive, 37
Mediocrity, quotas and, 30
Meetings, ciass, in classroom
discipline program,
190-193, 194
Memories, constituting quality world,
46-47
Merit rating, 35
Middle-level schools, curriculum at,
162-163
Middle management positions
climination of, 60
redefined as administrative
support positions, 126-127
Misbehavior, discipline and, see
Discipline
Mission, see also School mission
of administrative support service
staff, 127
of teacher, 158
Mitchell, R., 219
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Mobiity, of top management,

35-36
Monitoring, of lcarning. 225
Motivation

boss management and, 42
extrinsic, 41-42
intrinsic, 42
destruction of, 42, 43
fear versus, 27
lead management and, 15, 42
Multidisciplinary approach,
curriculum integration
and a, 164
Mutual acceptance, in interactions
with district, 140

Naisbitt. J.. 20
National Association of State Boards
of Education (NASBE)
Curriculum Study Group
of, 161
on socictal changes affecting
schools. 5-6
National Commiission on Exccllence
in Education, 152
National standards, 219, 220,
see also Test(s)
Needs
addressed in personal growth
plan, 87
basic
in contro! theory, 45-47
management styles and. 54
frustration of, punishment
and 188
identification of, in plan of
action, 78
satisfaction of
Deming’s management theory
and, 52
total behavior and, 47-50
Hegotiation, see also Mediation
with district, 139
Nested view of curriculum, 164
Newsletter, for family involvement,
110.121-123
"Nonlistening” structure, top-down
pyramid, 136-137
Numerical quotas, elimination of,
29-30
Nurses, as instructional support
personnel, 128

Objective(s), see also Purpose

Index

goal orientation and, of
principal, 142
management by, problems with,
29-30
of tecachers
establishment of, 224
goal-sctting conference and,
87-88
Objective test, in individual learner
evaluation, 214 -215
Observation, in teacher cffectiveness
research, 227
Obstacles, see also Barriers
in Deming'’s management theory,
17, 18, 38-40, see also
Deming's management
theory
decision-making process for
climination of, 75-79
Office secretaries, as instructional
support personnel, 128. 129
O'Neil, J.. 3
Opinions, averaging of, in decision
making, 67
Opportunitics
for all lcarners, 57-58
challerging, quality learners
and, 173
Organizational barricrs, between
principal and teacher, 60
Organizational skills, of principal, 142
Organizational strategics, tcacher-
learner relationship and, 158
Organizational structure
top-down pyramid, 63, 135-140
traditional, 63
Outcomes
focus on. 153-154
of learner sclf-cvaluation, 215
modeling of, effective teaching
and. 225
shared. cooperative learning and,
180
significant. 154 -155
Out-of-class time-out. 200-203

Parents see also Family entres
choices for, 111. 121
information for
abont rules, 100. 103-104
on school and its mission. 107
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Parents {cont.)
perceptions of, importance of, 107
principal’s relationship with, 143
single, 5-6
PDCA {Plan-Do-Check-Act} cycle, 23
QC circles and, 66
transformation and, 33
Peer coaching, 181
Peer teaching, 181
People orientation
principal and, 144 -145
teacher and, 235
Perceptions
constituting quality world, 46-47
of parents, importance of, 107
Performance
improvement in, as purpose of
evaluation, 82, 83

learner, assessment of, 215-218,
see also Learner develop-
ment, assessment and
evaluation of

Performance criterion program, 176

Ferformance cvaluation, see Staff

evaluation

Personal growth plans, for staff,

85-87
Personnel, see Staff entries; Teacher(s)
Persuasion, coercion versus, in inter-
actions with district, 140
Perversity principle, 11-12, see also
Failure(s)
Pki Delta Kappan, 163
Philosophy, see also Belicfs
formal expression of, strategic
planning and, 75-77
Leal School, 112-117
new, adoption of, 20-21
"Physical aggression, in students, 102
Physiology component of behavior, 47
Piaget's theory, 228 -229
Plan-Do-Check-Act cycle, see PIDCA
cycle
Planning
by collaborative service teams,
132 -133
for instruction, 224
long-range, neglect of, 38
strategic, 75 78
Plan of action
in decision making, 78-79
to end time-out, 198-199

Policies
strategic, 77-78
well-defined, principal and, 142
Population
age of, 5
cthnic composition of, 5
heterogencity of, 5-6
Portfolios, in evaluation, 220, 221
Postman, N., 160, 171, 175
Poverty, 6
Power, see also Authority
principal’s view of, 143
teacher's view of, 232-233
Practice
guidance of, effective teaching
and, 226
independent, provision of, 226
Prawat, R. S., 227
Preparation, for instruction, 224
Price, see also Cost(s)
irrclevance of, when quality is not
considered, 22
Pride
lead management and, 25-26
of workmanship, barriers to,
30-31
Principal, see also Lead managers
assessment scale for, 261
assistant, .27
attitude of
toward family involvement, 107
toward rules, 98, see also
Responsibility education
decision making by, see also
Decision making
establishment of structures
for, 66
responsibility for, 64
district structure and, 138 -140
cffectiveness of, 141-147
classroom involvement
and, 142
confrontation avoidance
and, 144
consistency and, 144
cxpectations for staff and
students and, 142
goal and task orientation
and, 142
instructional role and, 141142
listening and, 143 -144
mediation and, 144
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organization and, 142
people orientation and.,
144 -145
policy definition and, 142
public relations and, 143
questioning and, 144
resources and, 145
risk taking and, 145-146
support for staff and, 142-143
support of school community
and, 145
understanding of quality
and, 143
view of power and, 143
visibility and, 142
vision and, 146
influence of, cn school climate,
61-62
instructional support staff
and, 128
as linkage agent, 145
personal growth plans of staff and,
85-87
primary mission of, 60-61
relationship with teachers, 59-60
school effectiveness and, 59
staff evaluation by, see Staff
evaluation
staff selection by, 91-96
Prior knowledge, learning and, 230
Problemt(s), see also specific problems
blame for, see Blame
difference in, as excuse for
neglecting transfor-
mation, 39
present versus future, consta::cy
of purpose and, 19-20
Problem behavior, discipline and,
sze Discipline
Problem dimension of learning
activities, 167
Problem; solving
approach to, school climate
and, 61
class meetings for. 190-193
quality learners and, 173
reliance on technology for. 38
time-out and, 197-203
Process, see also Learning process
seminar
quality of, individual evaluation
of, 214 -218

279

Process analysis, Shewhart cycle
and, 23
Process dimension of learning
activities, 167
Product(s}, see also Learning
defective, 20-21
improvement of
constancy of purpose and,
19-20
systern improvement and,
22-24
mass inspection of, dependence
on, 21-22
quality of, individual evaluation
of, 214-218
sharing of, learner evaluation and,
216-217
Product dimension of learning
activities, 167
Productivity
concerns about, 6-7
quality and, Japanese observations
~on,8
Professionalism, of teachers, decision
making and, 64
Profits, short-term, emphasis on,
34-35
Program options, parental choice and,
111-121
Projects, long-term, in evaluation, 220
Property destruction, by students, 102
Psychological framework of quality,
41-54
control theory in, 45-50, see also
Control theory
reality therapy in, 50-52, see also
Reality therapy
teacher’s understanding of, 232
Psychological needs, fulfiliment of, 46
total behavior and, 47-50
Psychologists, in collaborative service
teams, 131-133
Public Law 94-142, 130
Punctuality, policies relating to, 38
Punishment, discipline versus,
186 -188, see also Discipline
Purposc, see also Objective(s}): Schonl
mission
constancy of, 19-20, 57
global decision making and, 64
lack of, 34
Pyramid, organizational, 135-140
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QC {quality controlj circles, 27
collaborative service teams
as, 132
decision making by, 66, see also
Decision making
Quality
cost of, 8-11, see also Perversity
principle
price versus, 22
principal's understanding of, 143
problem with, description of, 8
productivity and, Japancse
observations on, 8
psychological framework of,
41-54, see also Psycholog-
ical framework of quality
teacher’s understanding
of. 232
Quality behavior, learners’ under-
standing of, 193, see also
Discipline
Quality control circles, see QC circles
Quality curriculum, 159-169,
see also Curriculum
Quality learncrs, defired, 172-174
Quaiity learning, quality work
versus, 59
Quality management principles. of
Japanesc industry, 6-7, 8
Quality principle, 11
Quality samples, in learner
cvaluation, 217
Quality work, quality lcarning
versus, 59
Quality world, individual, pereep-
tions constituting, 46 -47
Questioning, see also Interviews
ir C.A.R.E. time, 195
in class mecting, 191-192
in decision-making model
Jevelopment, 72-73
of disruptive student, acfore
time-out, 198
in group decision-making
activity, 68
in individual learner cvaluation.
217-218
instilling lifclong desire for, 176
in learning process secminar,
2i2-213
by quality learners, 174
teacher facilitation of, 175-176

skills in
principal and, 144
teacher and, 234
in staff cvaluation, 88-89
Quotas, numerical, climination of,
29-30

Ratings, annual, 35
Reality therapy, 44, 50-52
counseling environment for, 50
out-of-class time-out and, 200-203
procedures leading to change in,
51-52. 205
Reason, emotion balanced with, in
interactions with district, 139
Recruitment, see Staff selection
Relationships, see also Interactions
collegial, sec Collegial relationships
parcnt-principal, 143
peer teaching and, 181
teacher-learner, 157-158
teacher-principal, 59-60
Relevance, discernment of, quality
learners and, 173
Reliability, in interactions with
district, 139
Research
school effectiveness, 227
teacher cffectiveness, 226-232, see
also Teaching, effective
Resource(s)
principal as, 145
staff development 90, see also
) Staff developinent
Responsibility cducation, 62, 97- 105,
see also Discipline
behavioral constitution and,
104 -105
behavioral expectations and, 97-98
Leal School example of, 98,
99-100
communication about (C.A.R.E},
194 -197
information about rules and
for parents, 100, 103-104
for students, 98, 100
for support staff, 101-103
learners’ understanding of, class
meetings and, 193
staff agreement and, 98
staff commitment to, statentent
of, 101-103




Retraining, 32
Rights, responsibilities and, see also
Responsibility education
behavioral expectations and, 98,
99-100
staff's commitment to, 101-103
Risk taking
principal and. 145-146
teacher and. 236
Robinson, G., 141
Rogers, C., 155
Routine, effective teaching
and, 224
Rules, see also Discipline; Respon-
sibility education
about class disruptions, 103
general, 102
informing arents of, 100, 101,
103-104
informing students of, 98, 100
informing support staff of,
100-103
lead managers’ versus boss
managers’ view of, 97
life. classroom behavior and,
193-194
review of, in class meetings, 192
about school property, 102 -103

Satisfaction, teacher, decision-making
authority and, 64
School(s}, see also Education
environment of, design of, 57-58
home and, communication
between, 111
inadequacy of, 3-4
mission of, see School mission
parents’ perceptions of, impor-
tance of, 107
as part of system, 62
reorganization into smaller units,
127-128
societal changes and, 5-6
titne-out room in, 203
School cumate, 61-62, sec also
Environment
parents’ perceptions and, 107
responsibility education and, 62,
©7-105
School district, responsibilities of,
135-140

Index 281

School effectiveness, see also
Principal, effectiveness of
quality learning versus, 59
research on, 227
School mission, see also Purpose
decision making about, see aiso
Decision making
structure for, 63-64
decision making and, 62
family involvement and, 62
statcment of, 77-
School newsletter, for family
involvement, 110, 121-123
School property
destruction of, by students, 102
rules regarding, 102-103
School superintendents, mobility of,
35-36
School-within-a-school strategy, 121
administrative structure and,
127-128
Schrumpf, F., 192, 203, 204
Secretaries, as instructional support
personnel, 128, 129
Segregation
of curriculum, 162
special education and, 129-130
Self-evaluation
by learners, 215-216
quality, 174
by teachers, 83
Self-improvement, program of, 31-32
Seminar, learning process, 211-214
Sequenced view of curriculum. 165
Service
improvement of
constancy of purpose and,
19-20
system inprovement and,
22-24
support, see Support: Support staff
Service teams, collaborative, 131-133
Seven “deadly diseases,” in Deming's
management theory. 17, 18,
34 - 37, see also Deming’s
management theory
decision-making process for
climination of, 75-79
Sharan, S., 180
Sharan, Y., 180
Shared outcomes, cooperative
Icarning and, 180




Q

PAFullToxt Provided by ERIC

ERIC

282 INDEX

Shared view of curriculum, 165
Shewhart cycle, 23
QC circles and, 66
transformation and, 33
Short-term crisis orientation, top-
down pyramid and, 137
Short-term profits, emphasis on,
34-35
Sick leave, 37
Single-parent homes, 5-6
Slavin, R., 180
Slogans, problem with, 28-29
Snyderman, B.. 64
Social nature of knowledge, learning
and, 230-231
Social-problem-solving class meeting,
190-193
Social skills, peer teaching and, 181
Social workers, in collaborative
service teams, 131-133
Societal changes, implications for
schools of, 5-6
Solutions, development of, search for
examples versus, 39
Special education structure, 129-131
Special education teachers, 129-131
in collaborative scrvice teams,
131-133
Staff areas, barriers between, 27-28
Staff attendance, policies relating
to, 38
Staff development, 81-90, see also
Staff evaluation: Training
collegial relationships and, 90
importance of, 24 -25
resources needed for, 90
Staff development form, 86
Staff evaluation, 35
Deming's points relating to, 81,
82,90
dialogue and, 85-86
cffective system of, beliefs
underlying, 83-85
goal-setting conference and. 87-88
importance of, 81
objectives of, 82-83
questions used in, 88-89
responsibility for, 127
results of, disposition of, 89-90
school-within-a-school strategy
and, 128
sclf-cvaluation in, 83

Staff members, see also Support staff;
Teacher(s)
consistency among, in bchavioral
expectations for students, 98
expectations of principal for, 142
labeling of, 129
support of
for responsibility education,
101-103
worksheet relating to, 249
Staff selection, 91-96
criteria used in
general, 93
specific to subject and grade
level, 92-93
interview in, 93-95
teacher involvement in, 91-92
Stainback, S., 125
Stainback, W., 125
Standardized curriculum, see also
Curriculum
as denial of decision-making
authority, 64-65
Standardized testing, 218-221, see
also Test(s)
in teacher effectiveness research,
227-228
Stealing, by students, 102
Stimulus-response psychology,
boss-management approach
and, 41
Strategic planning, 75-78
Strategic policies, 77-78
Strategies
identification of, in plan of
action, 78
seleciion of, in plan of action, 78
Students, see also Learner(s)
achievement of, in teacher
effectiveness research,
227-228
benavicral expectations for,
97-98, 189, see also
Discipline; Responsibility
-education
classioom-specific, 104-105
principal and, 142
strategies for informing
students of, 98, 100
tcacher decisions about, 186
deadlines for work completion,
failure to meet, 196




discipline of, see Discipline
exclusion from decision tnaking,
pride of workmanship
and, 31
fights between, 102
involvement of, 2ffective teaching
and, 224
opportunities for, 58
characteristics as qual’ty learners,
172-174
ratio to teachers, 22
requesting C.A.R.E. time, 197
school experience of, family
involvement in, 121-123
support for
teacher and, 235
worksheet rclating to, 250
talents of
develoy “aent of, 154-155
grading system effects on, 209
tcachers and

inctusive system of support for,

125-133
intcraction for learner self-
evaluation, 216
relationship of, 157-158
trust of, 237
as workers, 7-8
work guidelines for, 186
Student Team Learning
techniques, 180
Subject matter
segregation of, integrated
curriculum versus, 27-28
teacher effectiveness research
and, 229-230
Superintendents, mobility of, 35-36
Supervision
in out-of-class time-out, 200-203
of students, 103
Support
inclusive system of, for tcachers
and learners, 125-133
for learners, teacher and. 235
for tcachers, principal and,
142 -143
Supportive cnvironment, see also
Collegia!l relationships
for counseling
actions creating, 205
importance of, 204
creation of
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for reality therapy, 50
in schools, 57-58
principal and, 142-143, 145
Support staff, see also Staff entries
administrative, 126-127
information for, about rules, 100,
103-104
instructional, 128129
System
district responsibilities and,
135-140
evaluation, in school for quality
learning, 220
of grading, problems causcd by.
207-211
improvement in, 22-24, see also
Transformation
problems with
blaming work force for, 39-40
slogans and, 29
school as part of, 62
of support, inclusive, 125-133

Talent, development of, 154 135
grading system limiting, 209
Targets, problem with, 28-29
Task orientation, of principal, 142
Teacher(s), see also Staff entries
attitudes and behaviors of,
232-237
collegial relationships of,
promotion of, 90
decision making by, 64 -66, see
also Decision making
in classroom, 65
about curriculum, 65, 166, 169
about lcarners' work and
behavior, 186
for learning facilitation,
181-183
workplace satisfaction and,
64 -65
cffectiveness of, 223-238, see also
Teaching, effective
cfforts of, principal’s facilitation
of, 60-61
evaluation of, see Staff evaluation
exclusion from decision making,
pride of workmanship
and, 31 »
family conferences with, 110
family members assisting, 110
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Teacher(s) (cont.)

goal-setting conference with, 87-38
involvement of, in staff selection,
91-92
as learners, 114
learners and, inclusive system of
support for, 125-133
learning facilitation by, see
Learning facilitation
as managers, 7-8, see also
Classroom; Lead managers
assessment scale for, 262
mission of, 158
nonteaching tasks of, 129
relatiunship with principal, 59-60
remaining with students more
than one year, 36
requesting C.A.R.E. time, 197
responsibilities of, 155, 158, 232
in learning facilitation, 172
satisfaction of, decision-making
authority and, 64-65
selection of, 91-96, see Staff
selection
self-evaiuation by, 83
special education, 129-131
in collaborative service teams,
131-133
support for, principal and, 142 -143
training of, 24 -25

Teacher effectiveness research,

226-232, see also
Teaching, effective
shortcomings of, 227-228

equality of attention and, 234
independent practice provision
and, 226
instruction adjustment
and, 225
learner involvement and, 224
learning environment and, 223
learning facilitation and, 236,
see also Learning facilitation
learning monitoring and, 225
learning outcome modeling
and, 225
learning routine and, 224
mediation and, 234 -235
objectives and, 224
people orientation and, 235
practice guidance and, 226
preparation for instruction
and, 224
questioning skills and, 234
research on, 226-232
risk taking and, 236
support for learner and, 235
trust and, 237
understanding of quality
and, 232
view of power and, 232-233
vision and, 236-237
individualized instruction in,
176-177
peer, 181
style of, teaching assignment
organization and, 118-120
test-oriented, 19-20, 21-22, see

Teacher-learner interaction, learner
self-evaluation and, 216
Teacher-learner relationship, 157-158
Teacher Magazine, 163
Teacher-to-student ratio, 22
Teaching, see also Curriculum

also Test(s)
Teaching assignment organization
age-level grouping plan and,
choice based on, 117-118
teaching style and, choice based
on, 118-120
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effective, 223-238
accountability and, 233-234
closure establishment and, 226
collaboration and, 233
confrontation avoidance

and, 235
consistency and, 234
content explanation and, 225
directions and, 225
discipline and. 224, sce also
Discipline
discussion facilitation and,
235-236

Teamwork
collaborative service tcams and,
131-133, see also
Collaboraton
facilitation of, 27-28
learning-team approach and,
178 -180
mobility of top management and,
35-36
Technology
in learning facilitation, 183
reliance on, 38
Tenacity, quality learners and, 173




Test(s), see also Grades
dependence on, 21-22
exams versus, 219
objective, in individual learner
evaluation, 214 -215
standardized
issue of, 218-221
in teacher effectiveness
research, 227-228
teaching oriented toward, 19~20
Textbooks, curriculum and, 168
Theory X view of human nature
assumptions in, 85, 160
grading system and, 210
Theory Y view of human nature
assumptions in, 84 -85
evaluation system corresponding
to. 85-90
Therapy, reality, see Reality therapy
Thinking, critical, fostering of, 58
Thinking component of behavior, 47
Threaded view of curriculum, 165
Time-out, 197-203
duration of, 203
effectiveness of, 197
ending of, action plan for,
198-199
as in-class intervention, 197-199
location for, 197
as out-of-class intervention,
200-203
schoolwide room for, 203
Top-down pyramid, 135-140
Total behavior
in control theory, 47-50
management styles and, 52-53
procedures for change and,
51-52
worksheet relating to, 251
for workers, 252
Traditional management, see Boss
management
Traditional organizational structure,
63, 135-140
‘Iyaining, see also Staff development
institution of, 24 -25
self-iniprovement and, 31-32
teacher effectiveness rescarch
and. 228
“ransdisciplinary approach, curric-
ulum integration and, 164
Transformation, see also Change:
Systeni, improvement in
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accomplishment of, actions for,
32-33
action stage of, questions and
activities for, 255-258
decision making and, 63, see also
Decision making
evaluation of learners and, 2(7
long-range planning and, negfect
of, 38
process of, 16
understanding stage of, questions
and activities for, 241-253
Trust, in leainers, teacher and, 237
Tutorial program, 180

Uncertainty, quality learners and, 174
Underachievement, see also Failure(s)
cost of. 8-11. see also Perversity

principle

Understanding, in interactions with
district, 139

Uniformity, promotion of, 5

United States Department of
Education, America 2000
plan of, 39

Usadel, C., 192. 203, 204

Vandalism, 102
Visibility, of principal, 142
Vision
of principal, 146
cf teacher, 236-237
Volunteers
Family-Teachei, 110
information for, about rules, 100

Wants, identification of, in plan of
action. 78
Warranty, excesuive costs of, 37
Warren, Earl, 130
Washington School Early Childhood
Education Program, family
involvement strategics
developed by, 108-111
Webbed view of curriculum, 165
Weingartner, C., 160, 171, 175
Whole-language approach. for
curriculum reform,
162, 163

Work
fiow in, 237--238
portfelios of. in evaluation, 220
yuality, quality learning versus, 59
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Work completion, communication
about, C.A.R.E. time and,
194 -197
Work environment, need-fulfilling,
52-53
Workers
choices for, management styles
and, 52-53, 54
satisfaction and dissatisfaction of,
decision-making authority
and, 64
siogans, exhortations, and targets
for, 28-29
students as, 7~ 8, see also Students
teachers as, see Teacher(s)
total behaviors of, see also
Total behavior

management styles and, 52-53

worksheet relating to, 252
Work force, blaming of, 39-40
Work guidelines, for learners, 186
Workmanship, pride of, barriers to,
30-31
Worksheets, for understanding
transformation stage,
246-253
Workshops, family, 111
Worldview, industrial versus
information- and
knowledge-based,
151-152
grading system and, 210-211
learning environment and,
152 -153
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